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ABSTRACT 
Learning world history has the potential to develop adolescents into 
thoughtful, active citizens. This is especially true when students are taught in 
ways that engage them with complex issues and help them make connections 
between what they learn and their personal goals and experiences.  However, 
instructional time in social studies is limited because of the current emphasis on 
standardized achievement testing in other content areas.  Furthermore, in the 
specific field of world history, the scope of material covered, coupled with debate 
over what should be taught, has made it difficult to present a curriculum that is 
meaningful and relevant to students.   As a result, the study of world history may 
be seen as tangential or incoherent.   
The purpose of this action research study was to introduce an innovation 
aimed at helping students think deeply and find personal relevance in the study of 
world history.  Specifically, visual imagery and reflective journaling were used to 
help students to become proficient in historical thinking and to fully engage in the 
study of world history.  The study was developed according to a mixed-methods 
design:  the quantitative data collection tools were pre- and posttests and a student 
survey, and the qualitative data collection tools included discussion transcripts, 
reflective journals, student-created presentations, and observations. 
Results showed that the use of images and reflective journaling enabled 
students to develop some critical thinking skills, such as making claims, 
supporting claims with evidence, and considering divergent perspectives.  
Furthermore, students’ awareness of their connections to the world around them 
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increased, as did student performance on tests about historical events and 
concepts. Unfortunately, students did not reach proficiency in factual knowledge 
on post-tests in the class, despite these increases. However, this study highlights 
the benefits of explicitly connecting students to historical thinking through the use 
of images and journaling that allow students to explore their own thoughts and 
deductions. 
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Chapter 1:  Introduction  
 Social studies is the study of the relations and concerns of humans (Dunn, 1916). 
Social studies include the subjects of civics, economics, geography, and history as well as 
anthropology, psychology, and sociology.  Some use the word social studies to mean any 
combination of these areas whereas others use the term “social studies” and “history” 
interchangeably.  This study focuses specifically on the subject of world history with the 
understanding that the cognitive processes in the study of world history may be 
applicable across all of the content in the field of social studies.  Despite these varied 
definitions, a review of the literature demonstrates the importance of learning the subject. 
As students master content in their social studies classes, it is hoped that two important 
benefits emerge: proficiency in thinking and the ability to make meaningful contributions 
to the civic arena (Armstrong, 2013; Kahne & Sporte, 2008; NCSS, 2009; Zhang, 
Torney-Purta, & Barber, 2012, Zhao, 2009).   
Good social studies courses have the potential to help students develop the ability 
to comprehend and analyze events from the past in order to make sense of the decisions 
they face in the present (Armstrong, 2013;  Kahne & Sporte, 2008; Zhang et al., 2012).  
The content and skills that students practice and master in world history classes often 
encourages them to engage in deep thinking as they evaluate multiple sources of 
information in order to support the conclusions they reach. Furthermore, students of 
world history often develop the ability to identify patterns that link the past to the present, 
an ability that allows them to become proficient with processing information and 
considering divergent perspectives with wisdom and insight (Endacott, 2010; Gehlbach, 
2004). 
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Students of world history also develop important skills, such as problem solving, 
collaboration, innovation, and inquiry (NCSS, 2009; Partnership for 21
st
 Century Skills, 
2009).  Research links social studies knowledge to empathy and global awareness 
(Dulberg, 1998; Gehlbach, 2004).  These capacities, problem solving, empathy, 
innovation, global awareness, and collaboration can enable students to contribute to 
much-needed economic growth and engage in effective civic participation (David, 2009; 
Kahne, Chi, Middaugh, & Url, 2013; Kahne & Sporte, 2008; Ross, 2000; Zaff & 
Michelsen, 2002; Zhao, 2010).  It is clear that student achievement and engagement in 
social studies has the potential to enhance proficient thinking, emotional reasoning, and 
civic participation. 
Challenges in the Teaching and Learning of World History 
The field of social studies as an academic endeavor faces challenges, despite the 
fact that it promotes civic engagement and proficient thinking.  Data from the 
International Association for the Evaluation of Educational Achievement (IEA) and the 
National Assessment of Educational Progress (NAEP; Institute of Education Sciences, 
2011) shows that students in the United States have not made statistically significant 
progress on tests of geography and concepts of government from 2004 to 2010. 
Furthermore, the testing requirements and accountability measures resulting from No 
Child Left Behind (2000, 2007) have sharply curtailed the instructional time available for 
social studies  (Coleman, 2012; Heafner & Fitchett, 2012; NCSS, 2009).  In particular, 
elementary students spend less time during the school day learning geography, 
economics, civics, and history than they do learning math and reading (Campbell,  Heath, 
Ingrao, & Middleton, 2012;  Linter, 2006; Vogler, 2011).  This is problematic because 
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the study of social studies has the potential to shape the attitudes and expectations of 
middle school and high school students. Research shows that in middle school and high 
school, students often express negative attitudes about social studies classes (Chiodo & 
Byford, 2004; Fraser, 1981). Slow growth in achievement, limited time for instruction, 
and attitudinal challenges may lead to missed opportunities to think deeply about content 
and practice civic participation.  Therefore, it is important to understand which 
instructional methods support positive attitudes, achievement, and the cognitive processes 
associated with the study of world history.  
Content and Cognitive Processes 
An examination of national, state, and local standards reveals the broad scope of 
material that students must master, particularly in the field of history (Arizona 
Department of Education, 2006; NCSS, 2009; Diocese of Phoenix, 2009).  Unfortunately, 
one of the elements frequently cited when students express dislike for social studies and 
history is that it appears to be a long recitation of facts and data for recall as opposed to 
useable and stimulating information (Chiodo & Byford, 2004; Gibson, 2009; Heafner & 
Fitchett, 2012).  Those who seek to reform education in the social studies, and history in 
particular, point to the need for teaching historical thinking in ways that allow students to 
learn more than the recall and comprehension of content.  The term “historical thinking” 
indicates particular cognitive processes that are unique to the study of history (Andrews 
& Burke, 2007; Garcia, 2008; Risinger & Garcia, 1995; St. Jarre, 2008). These processes 
have been defined in different ways (Wineburg, Martin, & Monte-Sano, 2014; National 
Center for History in the Schools, 1996; Stanford History Education Group, n.d.), but the 
most frequently identified elements of historical thinking include: 
4 
 Chronological thinking and periodization (e.g., placing events in time, 
identifying the common features that constitute a historical period); 
 Describing or understanding an event within a broader context (e.g., a battle 
as part of a war, an election as part of a cultural shift); 
 Finding and analyzing multiple sources of information about an event 
(including first-hand accounts and scholarly work, and print, film, and audio 
sources); 
 Considering divergent perspectives about a topic (such as minority or 
opposing viewpoints) 
 Formulating questions for further research; and 
 Making decisions about issues. 
There is a connection between the attributes of historical thinking and the 
hallmarks that have been identified in the literature about critical thinking (Paul & Elder, 
1998; Schank, 2011; Willingham, 2007). For example, Paul and Elder (2008), who use 
the term “reasoning” to refer to critical thinking, hold that all reasoning is shaped by data, 
facts, and evidence.  Kuhn’s (1999) developmental model describes an evaluative level of 
critical thinking where a person can provide reasons for the claims they make.  These 
precepts are analogous to the historical thinking skill of using multiple sources of 
information: although students often want to know why they have to use more than one 
source, the goal is to build a solid case that explains and supports a particular 
interpretation.  In effect, there is a shift in emphasis on a search for a particular answer to 
a habit of mind that can find information and synthesize it to answer the question at hand 
in the most reasoned way.  The commonalities between historical thinking and critical 
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thinking suggest that proficiency in the specialized area of historical thinking may 
support proficiency with respect to other content areas. 
Considering the benefits of civic participation and historical thinking, it is 
important to overcome the challenges currently facing world history education.  An 
examination of my local context follows in order to help identify opportunities for 
addressing the challenges of world history instruction in order to promote proficient 
historical thinking and civic participation. 
Local Context 
The Roman Catholic Diocese of Phoenix is home to five college preparatory high 
schools and 28 pre-kindergarten through eighth grade schools, and it has an association 
with a sixth Jesuit college preparatory high school.  Both elementary and secondary 
curriculum are prescribed by the Diocese, and the curriculum provides education in 
traditional subject matter:  math, language arts, science, social studies, fine arts, physical 
education, and religious education.   
The school where this study took place was a 52 year old college preparatory 
school with an enrollment of approximately 400 students.  The student population was 
62% Hispanic, 22% White, and 5% Asian. 11% of the population identified with other 
groups such Native American or a mixture of groups.  Eighty-two percent of the students 
at our school came from Catholic grade schools in the Diocese and 47% of the students in 
the school qualified for the Federal Free and Reduced Lunch program.  The school 
offered a traditional college preparatory curriculum and a range of extracurricular 
activities.  There was a 98% graduation rate, and the school attracted an average of 
$60,000 per student in college scholarships.  In the class of 2014, 68% of students were 
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the first in their families to attend college.  The school’s principal had stated a 
commitment to raising the level of academic rigor at the school. A professional 
development program called Precision Teaching was an effort to provide a common 
instructional language for the faculty, the number of Advanced Placement (AP) course 
offerings had been expanded, and a reconfigured schedule provided collaboration time 
for teachers. These changes provided an ideal structure through which to develop a new 
way of administering the curriculum in social studies to focus more on historical thinking 
than the regurgitation of facts.    
Personal Role 
The 2013 – 2014 school year was my first year at this high school, where I taught 
World History to 106 sophomores and served as the chair of the Humanities Division.  In 
my career in the Diocese of Phoenix, I contributed to curriculum revisions and standards 
alignment, co-chaired accreditation committees, and prepared and presented professional 
development for teachers.  In these arenas, I helped to develop the material that was 
taught in social studies classes, worked with teachers to design instructional methods for 
teaching the material, and participated in reviews of instruction and achievement in social 
studies at the diocesan and school levels.  When the achievements and struggles in this 
new content area and new context were examined, certain patterns seemed familiar.   
For example, students frequently displayed intellectual curiosity about events in 
the world.  Diego (pseudonym), whose “D” in World History had landed him in after-
school intervention, wanted to discuss opinions on the alleged use of chemical weapons 
by the Syrian government.  Eddie was not completing the work he needed to do because 
he was trying to convince Dan to join him at a meeting for Amigos de las Americas, 
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which sent students on immersion trips to do service projects in Central American 
countries.  These scenarios show that these students were thoughtful, organized, and 
aware of cultural differences and issues of social responsibility, but other standard 
indicators, like their course grades, AP test scores, and class participation told an opposite 
story about their motivation.  This disparity between poor achievement in classes on the 
one hand and the observable and self-reported engagement and motivations of the 
students in activities outside the classroom that they felt were completely removed from 
social studies on the other were the conditions that led to a first cycle of action research.   
Previous Cycle of Action Research 
In a previous cycle of action research at an elementary school in the Diocese, the 
relationship between motivation and cognitive challenges was explored.  It was found 
that there were few opportunities for critical and creative thinking within the classroom.  
The goal was to understand students’ level of thinking and it was hoped that by providing 
more opportunities for cognitive challenge and creative thinking, some of the engagement 
which my students had exhibited regularly outside the classroom, but only inconsistently 
with respect to their work in social studies class, could be fostered.  Kuhn’s (1999) 
developmental framework for critical thinking was used; Kuhn states that as children’s 
cognitive abilities develop, they evolve through absolutist, multiplist, and evaluative 
stages of critical thinking. An absolutist level of thinking, typical of students in fourth 
and fifth grade, characterizes answers to questions as either right or wrong on the basis of 
evidence from an expert source.  Multiplist thinking occurs when a person has observed 
that people accept more than one answer to a question; students at this level respond to 
this range of ideas by concluding that all answers have equal merit.  Evaluative thinking 
8 
identifies criteria for determining the merit of an answer or position (Kuhn & Pearsall, 
2000; Kuhn, 1999).  Therefore, in this previous study, online Socratic discussions were 
used to help students in a junior high social studies class to reach an evaluative level of 
thinking.   
This study included 75 sixth grade students. Data collected included transcriptions 
of semi-structured interviews with students, a transcription of a focus group conducted 
with teachers, and transcriptions of online Socratic discussions, as well as visual 
representations in the form of brain maps created by the students to explain their 
understanding of their thought process. These data were analyzed by looking for 
emerging themes, such as instances of support offered for a claim or recognition of a new 
thought.  Findings indicated that students had the ability to demonstrate evaluative 
thinking (for example, by making a claim in a discussion and offering evidence from a 
text to support the claim), but they more frequently demonstrated multiplist thinking.  For 
example, they indicated agreement with ideas that differed from their own without 
addressing differences between ideas or providing explanations for why they concurred 
(Kuhn, 1999).  On the brain maps and in interviews, students described themselves as 
able to think in a critical way, but they also clearly identified both intelligence and 
academic success with the achievement of a certain grade (an external measure 
suggesting absolutist thinking).   
In addition to gathering information from students and their work, teachers’ 
perspectives were also solicited. The 11 teachers who worked with the junior high 
students were invited to participate in a focus group; five teachers attended.  The 
discussion was recorded and transcribed, and the transcript was coded for emerging 
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themes.  This discussion provided confirming information that their sixth grade students 
operated at an absolutist level of thinking; teachers stated beliefs that the students placed 
a high value on achieving a grade (an external standard of achievement) and that they did 
not display the habit of making their own claims about new information and providing 
support for their claims.  Taken together, data showed that teachers and students 
expressed the belief that critical thinking was possible, but that opportunities for it were 
constrained by the priority placed on the conviction that the achievement of grades was 
the most important accomplishment. 
Reconnaissance 
In the fall semester of 2013, a reconnaissance phase of action research was 
conducted to understand the cognitive processes and engagement of the students in the 
world history courses at the high school whose faculty I joined that same academic year.  
Semi-structured interviews, focus groups, a questionnaire, and examination of student 
research work were used.   
 Findings from this reconnaissance phase showed that students did not express 
awareness of their cognitive processes, that they employed the cognitive process of 
analysis intermittently, and that their level of engagement with academic work was 
influenced by their values with respect to the topic at hand as much as by external factors 
like grades or parental expectations.  
Review of research about the study of world history demonstrates the field’s 
potential for promoting civic participation and proficient thinking (David, 2009; 
Duhlberg, 1998; Gehlbach, 2004; Kahne et al., 2013; Kahne & Sporte, 2008; Ross, 2000; 
Zaff & Michelsen, 2002; Zhao, 2010).  Through cycles of action research, data suggested 
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that students fit the common pattern of students who did not find the study engaging or 
relevant, and instead measured their success in rather absolute terms, like grades.  As a 
result, they missed opportunities to hone skills such as historical thinking, which could 
serve them well in many facets of their lives.  They also missed the opportunity to 
develop the habit of active, responsible civic participation.  This reconnaissance action 
research study focused on ways to help my students take advantage of those opportunities 
and find relevance, meaning, and intellectual rigor in the study of world history.  
Purpose Statement 
The purpose of the current action research study was to promote complex 
historical thinking, help students develop positive attitudes by finding personal relevance 
in the study of world history, and gain content knowledge through motivating applied 
activities. The intervention for this study was a process I named “See History, See 
Yourself,” which posed problems for consideration and employed visual imagery and 
reflective journaling.  A mixed-methods design was developed to help determine whether 
the innovation was effective. The premise was that these tools would facilitate historical 
thinking, positive attitudes, and achievement in world history classes. Given these goals, 
the research questions were: 
Overarching question:  When using See History, See Yourself (a process that used 
images and reflective journals and teaches the process of historical thinking), did students 
think differently about history and connect it to their lives?  
1. How did students’ historical thinking change from using See History, See 
Yourself? 
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2. How did students’ attitudes about the study of world history change from 
using See History, See Yourself? 
3. How did students’ achievement in world history change from using See 
History, See Yourself? 
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Chapter 2:  Review of Literature 
In Chapter 1, the importance of social studies in developing civic participation 
and proficient thinking was established.  Challenges faced by social studies instructors in 
the form of limited instructional time, slow progress in achievement, and the absence of 
positive attitudes were documented.  Through action research, student work was 
examined, which showed evidence of superficial thinking, a lack of awareness of patterns 
throughout history, and a lack of personal connection to their lives. In this study, the 
intention was to address these problems by promoting historical thinking as a way to help 
students gain knowledge and develop positive attitudes about the study of world history.   
In this chapter, supporting scholarship about the benefits of achievement in world 
history and the needs of adolescent learners is reviewed.  This scholarship is connected to 
the research on historical thinking presented in Chapter 1.  In addition, because the tools 
which promote achievement and address learner needs include class materials and 
instructional strategies, literature is reviewed concerning specific tools:  the importance 
of imagery to learning and making meaning, and the importance of reflective journaling 
to elicit meaning and patterns.  Finally, to elucidate a theoretical frame, scholarship on 
the constructivist notion of Vygotsky space is presented. 
The Benefits of World History 
In world history instruction, there has traditionally been a commitment on the part 
of teachers to help students develop citizenship, social responsibility, and an awareness of 
democratic ideals (Buttery, 1980).  The study of world history allows students to practice 
collaboration and problem solving (David, 2009; Moss, 2009).  It can promote civic 
participation (Torney-Purta & Amodeo, 2003; Zaff & Michelsen, 2002).  Because of the 
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scope of the content and the affordances for multiple interpretations of events, their 
causes and their outcomes, the study of world history plays a key role in developing 
critical thinking by providing the material to analyze and evaluate (Willingham, 2007).  
Finally, world history also has the potential to offer students the opportunity to develop 
understanding, compassion, and empathy by thinking deeply and applying what they 
know to make decisions (Gaudelli, 2009).  These benefits – practicing citizenship and 
civic participation, promoting thinking, and developing collaboration – are particularly 
appropriate to the needs of adolescent learners, so it is useful to consider the 
developmental factors and learning processes which are unique to adolescent learners.   
Characteristics of Adolescent Learners 
A significant body of research documents the needs of adolescent learners: 
adolescents master content and demonstrate more awareness of their thinking when they 
become proficient with cognitive processes to help them learn and when the subject 
matter is connected to their personal interests and values (Barab & Plucker, 2002; Kuhn 
& Pearsall, 2000; Lawson & Lawson, 2012, Schank, 2011).  The link between supportive 
adult role models and adolescent education has been well documented (Chung-Do et. al., 
2013).  Moreover, studies showed that peer relations and social interaction have a 
significant effect on learning and engagement (Fawcett & Garton, 2005; Swenson & 
Strough, 2008).  In particular, much effort has been expended in the development of 
instructional practices that support the needs of the adolescent learner as they work with 
new concepts and skills.  Building upon Pearson and Gallagher's (1983) model for 
gradual release of responsibility to the learner through the process of showing the skill, 
providing guided practice, and then allowing for independent practice, Ross and Frey 
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(2009) add the element of collaborative work. In addition to supporting the needs of 
adolescent learners, these conditions of social support, engagement, and collaborative 
practice are compatible with constructivist learning.  Instructional practices which may 
benefit adolescent learners by providing opportunities for collaborative practice and 
social support include the use of visual imagery and reflective journaling.   
Visual Imagery 
Educators and researchers have long been interested in the role of visual imagery 
(Buttery, 1980; Cohen, 1976; Roth & Lee, 2007).  As the media through which young 
people obtain their information becomes increasingly visual in nature, attention to visual 
imagery has received renewed attention (Flynt & Brozo, 2010; Gaudelli, 2009; Long, 
2008; Powers, 2006; Schnell, 2006) .    
Visual images deliver content for students to consider (Buttery, 1980) and 
facilitate recall, recognition, and problem solving (Cohen, 1976).  Powers (2006) 
contends that frequent inclusion of rich visual images can deepen students’ critical 
thinking skills.   
In addition to being well-suited to the experience and needs of young people 
today, visual imagery supports a constructivist learning environment as well.  Images 
invite, and may even require, students to employ their prior knowledge and experiences 
to create meaning (Mitchell, 2002; Powers, 2006).  
Researchers have examined the role of visual literacy in social studies education; 
in particular, and they have found that it promotes vocabulary development, deeper 
understanding of content, and a disposition towards democratic attitudes (Buttery, 1980; 
Clay, Zorfass, Brann, Kotula, & Smolkowski, 2009; Gaudelli, 2009).  For example, 
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Gaudelli (2009) found that students who were not performing at high levels in a 
secondary history class readily identified with a character in a political drama who took a 
stand on democratic principles. Additionally, the students advanced their own theories 
about the motivations and behaviors of politicians to a degree that had not been present in 
discussions following class lectures and reading.   
Two efforts to integrate visual imagery into instruction of note are full-circling 
and a  framework called Show Me which assesses students’ visual literacy (Callow, 2008; 
Long, 2008).  Callow (2008) asserts that when students develop a way to discuss the 
affective, compositional, and critical elements of an image, they develop a “visual 
grammar” which they can they use to help them comprehend a variety of texts.  Toward 
this end, Callow (2008) proposes the Show Me model of visual literacy to invite students 
to consider the way an image is constructed, the emotional responses it conveys and 
elicits, and the meaning the image might convey.  For example, students might use sticky 
notes to identify the images that contribute to the students’ understanding, or they might 
sort images according to the emotions the images address.  Callow suggests planning for 
the inclusion of authentic, multimodal texts and encouraging student use of a 
“metalanguage,” or a cognitive process by which they examine and articulate ideas about 
the image. 
 Long’s (2008) full circling model uses a compelling image to initiate student 
learning through a cycle which leads to research, reflection, and social action.  In the full 
circling process, students make a personal connection and activate prior knowledge by 
imagining themselves inside the image and using these personal connections to foster 
inquiry and the desire to instigate change for the better.  For example, students might 
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consider an image from the civil rights era and use their learning as a catalyst for 
identifying and addressing contemporary civil rights issues.  Concluding with a return to 
the primary image to capture student reflections about new knowledge and 
understandings, Long’s model embodies the characteristics of constructivist learning and 
serves the needs of adolescent learners.  This study builds upon Long’s cycle of research 
and reflection by including instruction and practice in the specific elements of historical 
thinking.   
Reflective Journaling 
In order to identify the features of an environment in which historical thinking, 
positive attitudes, and achievement in the study of world history could flourish, literature 
has been reviewed concerning the needs of adolescent learners and the power of visual 
imagery.  It was also essential to consider the role of reflection in this environment as 
way of clarifying and internalizing meaning.   
In discussing the benefits of reflective journaling, Hubbs and Brand (2005) state, 
“feedback…is focused upon the student's reflections about the issue, rather than the issue 
itself. The instructor encourages students to focus on what the journal reflections say 
about their reactions, their perceptions, and themselves” (p. 65).  The ability to discern 
patterns in one’s learning through the process of journaling is echoed in a survey of pre-
service teachers whose journals helped them articulate personal philosophies of teaching 
(Boden, Cook, Moore, & Shelton, 2004).  Reflective journaling could provide meaningful 
qualitative data about student achievement and engagement. Chubbuck (2007) cited the 
effectiveness of journaling in providing a full understanding of student thinking.  
Furthermore, Hubbs and Brand (2005) proposed assessing the quality of journal entries in 
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terms of content and process and deep versus superficial thinking, observing that 
journaling “creates opportunities to connect observations with participation which leads 
to application of learned skills and/or concepts in new situations” (p. 65).  Reflective 
journaling allows learners to examine their thinking and find patterns in it, and journaling 
produces artifacts which educators can use to support the establishment of a constructivist 
environment that promotes thinking deeply and finding personal relevance in the study of 
world history. 
Facing History and Ourselves 
Facing History and Ourselves (FHAO) is a global organization which seeks to 
promote tolerance and understanding and reduce bigotry and prejudice (“Mission 
Statement”, n.d.).  The Facing History and Ourselves curriculum allows students to 
examine primary sources including images, video, and eyewitness testimony, regarding 
racism, prejudice, and anti-Semitism in order to develop the knowledge habits of mind 
necessary to become active, thoughtful, civic participants.  Researchers (Brabek, 1990; 
Schulz, Barr, & Selman, 2001) suggest that FHAO and similarly-designed programs may 
play a role in the development of moral reasoning and civic attitudes.   This study shares 
the Facing History goal of helping students develop an attitude of relevance with respect 
to global events, and it builds upon some of the elements of the Facing History program 
by focusing specifically on the use of images to elicit complex historical thinking broadly 
throughout the entire curriculum of world history. The innovation in this study differs, 
however, in its focus on explicitly teaching the processes of historical thinking to enable 
students to make meaning across many areas of the social studies curriculum.   
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Theoretical Frame 
Constructivist Learning 
The development of constructivist learning theory over the last several decades 
has continued to refine a central tenet that learning is inseparable from the environment in 
which it takes place (Vygotsky, 1978).  Vygotsky describes signs and tools as mediating 
the relationship between the individual and the environment (Vygotsky, 1978).     
Most recently, the constructivist view of the social nature of learning has led to 
the proposal of environmental, or ecological, frameworks for understanding the 
development of learning and the motivation to learn (Barab & Plucker, 2002; Lawson & 
Lawson, 2012).  Barab and Plucker (2002) further develop the idea that knowledge is 
constructed through transactions and that “ability and talent arise in the dynamic 
transaction among the individual, the physical environment, and the sociocultural 
context” (p. 174).  Therefore, intelligence and talent are not the province of the 
individual.  On the other hand, the learner interacts with the tools she uses and the culture 
in which she operates to create opportunities in the environment and to enhance the 
learner’s effectiveness in taking advantage of those opportunities. In a similar way, 
Lawson and Lawson (2012) posit an environmental, non-linear model of engagement. 
These two ecological models offer a broad, systemic conceptualization of the varied 
elements that allow the construction of knowledge (particularly in the model of the 
Vygotsky space). The propositions in these models are consistent with the characteristics 
of adolescent learners for a supportive learning environment, social interaction, and a 
personal sense of relevance. Acting on Barab’s (2013) exhortation that, "The 
responsibility of the educator is to establish contexts for learning that support individuals 
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in becoming more adept at functioning as part of multiple systems." (p. 175). In this 
study, visual imagery and reflective journaling were used to establish such a context to 
allow students to think deeply and find personal relevance in the study of world history.   
Vygotsky Space 
The theoretical frame for this study is the constructivist conception of the 
Vygotsky space (see Figure 1).  Vygotsky (1978) contended that a learner influences and 
is influenced by the environment in which the learning takes place. Theorists have built 
upon Vygotsky’s constructs by describing a learning cycle known as Vygotsky space 
(Gallucci, Van Lare, Yoon, & Boatright, 2010; Gavelek & Raphael, 1996).  The 
Vygotsky space proposes an iterative model consisting of four quadrants which 
exemplify the transactions among public and private and social and individual to explain 
the interactions between the learner and the environment (Gallucci et al., 2010; Gavelek 
& Raphael, 1996). 
 
 
 
Figure 1. A conceptualization of Vygotsky space. 
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Quadrant 1 is the public setting, the environment in which the learning takes 
place.  Learners encounter and explore new information, including new cognitive 
processes. Collective participation allows learners to take on, or appropriate, new ideas 
(Gallucci et al., 2010; Gavelek & Raphael, 1996).   
In Quadrant 2, learning is more private as students make connections to the new 
pieces of information, “mulling them over in terms of one’s current repertoire.”  
(Gallucci et al.,  2010, p. 940).  This process, in which the individual deepens 
understanding and makes meaning in terms of prior knowledge, epitomizes constructivist 
learning.   
Quadrant 3 of the Vygotsky space acknowledges an interplay between the social 
and the individual processes of learning (Gallucci et al., 2010).  By practicing with the 
material to be learned and by providing a publication of learning, the learner in Quadrant 
3 demonstrates that the learner shapes the environment and is also shaped by it 
(Vygotsky, 1978).   
Conventionalization is the characteristic of Quadrant 4, in which the learner 
embeds the new information in a personal network of meaning.  This information can 
then serve as a catalyst for generating new questions, propelling the individual to explore 
material in a return to Quadrant 1 (Gavelek & Raphael, 1996).   
In Lawson and Lawson’s (2012) environmental model of engagement, the 
researchers observed that most research on engagement envisions a linear, temporal 
framework in which instruction, motivation, and engagement follow each other in a 
cause-and-effect relationship. However, Lawson and Lawson (2013) suggest broadening 
the description to understand student engagement as:  
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the conceptual glue that connects student agency (including students’ prior 
knowledge, experience, and interest at school, home, and in the community) and 
its ecological influences (peers, family, and community) to the organizational 
structures and cultures of school. (p.3)  
The researchers propose a synergistic understanding of the relationships among 
the factors of student engagement.  Barab and Plucker (2002) proposes a similar, 
systemic way of considering learning with the assertion that knowing does not exist in the 
mind of the individual but rather in the transactions among the learner, the environment, 
and the tools used to learn.  These environmental, transactional models of learning and 
engagement shed light on a learner’s progress through Vygotsky space. Figure 2 shows a 
conceptualization of Vygotsky space within the context of an environmental, 
transactional theory of learning and engagement. 
 
 
Figure 2.  A conceptualization of Vygotsky space in an environmental, transactional 
model of learning and engagement. 
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Conclusion 
In this chapter, the supporting scholarship which defined the cognitive process of 
world history and highlighted the benefits of learning world history were reviewed.  The 
characteristics of adolescent learners and the tools (including visual images, and 
reflective journaling) which might support them, were discussed.  Finally, a theoretical 
frame that considers the constructivist notion of Vygotsky space in the context of a 
transactional, environmental model of learning was proposed.  This supporting 
scholarship was applied to the design of this action research study in order to promote 
historical thinking, positive attitudes, and achievement in the study of world history. 
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Chapter 3:  Research Design and Methods 
Participatory Action Research 
Action research denotes a field of inquiry in which the researcher is an active 
participant in order to address a problem in the community in which he or she operates 
(Herr & Anderson, 2005).  A participatory action research approach is employed in this 
study because PAR incorporates the knowledge and experience of the participant 
researcher about their local context and emphasizes collaboration between the researcher 
and the participants. Furthermore, PAR is an open-ended, non-linear approach in which 
the researcher adapts to and is guided by new information as it emerges.  As a result, 
PAR is compatible with a theoretical frame which envisions an environmental approach 
to learning and engagement.  Finally, as Cammarota and Romero (2010) observe, PAR 
can facilitate students’ acquisition of knowledge and engagement in their social context.  
In this study, students were key stakeholders as they chose problems for further 
investigation, presented their findings, and commented on the work of their peers. 
Methods 
In a concurrent mixed-methods research design, quantitative and qualitative data 
were collected and compared to obtain a fuller understanding of the results (Plano Clark 
& Cresswell, 2010).  In this study, the concurrent mixed-methods design allowed 
comparison among quantitative data (test scores and surveys) and qualitative data 
(journals, student presentations, observation, and discussions) to confirm the reliability of 
the findings.  Figure 3 represents a conceptualization of the concurrent mixed-methods 
approach as applied to this study. 
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Figure 3. A conceptualization of concurrent mixed methods design for the study. 
 
Procedures and Timeline 
This study took place for sixteen weeks during the fall semester of the 2014 – 
2015 school year. The study was conducted with participants from three World History 
course sections. The three classes had a combined total of 71 students, seven of whom 
had Individualized Education Plans (IEPs) to accommodate learning needs.  On the first 
day of school, August 11, 2014, the purpose of the study was explained to students, and 
each student was invited to participate.   
Parent and Student Consent 
Students were given an informational letter with the details of the study as well.  
An informational letter was emailed to parents which explained the study and provided a 
consent form for them to sign if they wished for their child to participate in the study.  
The same information was presented to parents at Meet the Teacher night on August 14, 
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2014.  Copies of the student information letter and the parent information letter are 
provided in Appendix A. Although all students participated in all activities that were both 
tools for this study and part of standard educational practice (such as tests and the 
creation of presentations), participation in this study in the form of consenting to 
interviews and follow up questions was entirely voluntary.  There was no reward for the 
choice to participate and no negative consequence for the choice to not participate. 
Twenty students (fourteen males and six females) returned signed consent forms.  
All of these students continued to participate throughout the entire course of the study. To 
protect confidentiality, students were given the opportunity to choose a “participant 
name.”  Nine students selected their own participant names, such as StarFox64, and they 
are used throughout the analysis and discussion of results.  The remaining eleven students 
did not have a preference for a participant name, so each of them was assigned a four-
digit numbers for identification (see Figure 4). 
Names chosen by 
participants 
Captain Jack Sparrow 
Cherry Blossom 
Coca-Cola 
John Cena 
PhoenixKing127 
StarFox64 
Sydney 
Unicorn Swaggz 
VoltaicLight1 
Names assigned to 
participants who did not 
choose their own names 
1701 
1702 
1703 
1704 
1705 
1706 
1707 
1708 
1709 
1710 
1711 
Figure 4. List of participant names. 
 
26 
Context and Participants 
This action research study took place at a private college preparatory high school 
in Phoenix.  The student population of 398 students is 62% Hispanic, and 47% of the 
students qualify for the federal Free and Reduced Lunch program.  The participants for 
the study were sophomore students and one junior student enrolled in a world history 
class.  The classes consisted of 31, 25, and 15 students who ranged in age from 14 to 17.  
Out of the 71 students in all 3 sections of the class, seven had accommodations 
documented in Individual Education Plans (IEPs).  There were twenty students from 
these classes who agreed to participate in the study:  fourteen males and six females.  All 
participants were sophomores except one who was a junior.  One of the participants had 
an Individual Education Plan (IEP).  One of the participants was new to the school this 
year; the other participants have been enrolled at the school since the beginning of their 
freshman year.  In most cases, this class was the first social studies class students had 
taken in two years, and the first world history class in four years. 
Role of the Researcher 
Since I am the instructor for the world history courses, my role during this study 
was what Mills (2011) calls the active participant observer, and what Herr and Anderson 
(2005) refer to as the insider researcher.  A strength that resulted from this position was 
the ability to hone the habit of reflective practice by examining and questioning my work 
and its results.  Clearly, it was necessary to be aware of biases, such as preference for the 
subject or the desire for the study to succeed; this study was designed with overlapping 
data collection tools to provide complementarity among results in an effort to reduce the 
effects of bias.  It was also a possibility that the students might give certain responses, 
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perhaps in journals or on survey responses, because they want to please (or displease!) 
rather to answer accurately.  These possibilities were considered in the analysis of results.    
Innovation:  See History, See Yourself 
Drawing upon constructivist learning theory and the idea of a systemic, 
transactional relationship among the learner, the environment, and the tools which 
mediate interactions, visual imagery and reflective journaling was employed to support 
students as they traversed a Vygotsky space in the study of world history.  An outline of 
the innovation is presented in Figure 5. 
  
28 
Week Topics investigated during 
each week of the innovation 
Content Data collection tool(s) 
1 
 
What does it mean to study 
world history? 
 
Historical thinking 
(periodization, patterns, context) 
The use of a journal 
The concept of culture 
Pre-survey 
Discussion 
Journals 
2 
 
How do we know what 
happened in the past? 
Archeologists’ 
questions/problems 
Students will name 
characteristics of OS, MS, NS 
African Origins 
Pretest Unit 1 
Journals 
3 What happens when people 
come together in groups? 
 
 
Basic survival needs 
Neolithic Agricultural rev 
Geography River civilizations 
Migration (IndoEuropean) 
Domination/Conquest 
Egypt/Assyria/Persia 
Observation 
Journals 
 
4 Create presentations and 
bibliographies 
Observation  
Journals 
Student presentations 
5  
 
How do people decide what is 
good and beautiful? 
  
Religions  
Buddhism 
Hinduism 
Judaism 
Unit 1 posttest 
Discussion 
Journals 
Unit 2 pretest 
6 Art: Greeks 
Power: Chinese 
Journals 
7 The law:  Romans 
 
Observation 
Journals 
 
8 Power: Empires:  Rome, 
Byzantine, Arab, Ottoman 
Journals 
9 Create presentations Observation 
Student Presentations 
10  Presentations and test Unit 2 posttest 
Discussion 
Journals 
Unit 3 pretest 
11 Things change and things stay 
the same. 
 
Decline of empires, 
invasions 
Observation 
Journals 
12  Rise of feudalism Observation 
Journals 
13 Create presentations Observation 
Student presentations 
14 Presentations and test Journals 
Student presentations 
(continued) 
15 What does it mean to study 
history? 
 Unit 3 posttest 
Discussions 
Journals 
Figure 5. Timeline for innovation and collection of data. 
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Since an element of historical thinking (as conceptualized in this study) was the 
ability to recognize patterns that recurred throughout world history, the innovation was 
designed to address three recurring problems across all weeks of instruction:   
 What happens as people come together in groups? 
 How do people decide what is good and beautiful and valuable? 
 Things change and things stay the same. 
The research questions were: 
Overarching question:  When using See History, See Yourself (a process that used 
images and reflective journals and teaches the process of historical thinking), did students 
think differently about history and connect it to their lives?  
1. How did students’ historical thinking change from using See History, See 
Yourself? 
2. How did students’ attitudes about the study of world history change from 
using See History, See Yourself? 
3. How did students’ achievement in world history change from using See 
History, See Yourself? 
Pre-Innovation 
At the beginning of the innovation, students completed a survey (see Appendix C) 
which asked about student attitudes regarding: 
 World history 
 Historical thinking, including analyzing sources of information, evaluating 
these sources of information, and using these sources of information to draw 
conclusions to solve problems in their lives. 
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 The connection between the study of world history and their personal 
experiences  
An example statement from the survey was, “When I say what I think might have 
caused a particular event, I use examples from sources of information to support what I 
say.”  Students could choose from the following responses: Agree a lot, Agree, Agree a 
little, Disagree a little, Disagree, Disagree a lot.  Students completed the survey again at 
the end of the innovation; the items on the pre-survey were identical to the items on the 
post-survey. 
Topic 1:  Coming Together in Groups (Weeks 1 to 5) 
Quadrant 1:  Appropriation.   
 Step 1.  Students were shown an image and asked the following questions (these 
questions were consistent throughout each cycle):   
 What do you see in this image?   
 What do you think it means?   
 Place yourself in this image and describe what is happening. What would you 
see, hear, smell, be excited about, worry about, need to know? 
Step 2.  Historical thinking was explained and modeled in this way: 
 Examining the source of information:  Students were told that historians ask 
questions about the information they receive, like, “How do we know what we 
know about this image?” and “What sources of information might help us 
understand this image more thoroughly?” 
 Understanding the context:  Students learned that historians ask questions 
about the information they receive, like, “What else was going on at the time 
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to which this image refers?  What was the economy like?  What was the 
geography like?  How might these things have affected the image we are 
looking at?”   
Step 3.  Material and varied sources were presented to help students learn about 
the image and its background.  Direct instruction was provided in the content of the unit, 
addressing the emergence of civilizations, the establishment of river civilizations, the 
development of forms of government, the development of systems of communication, 
and the establishment of religions.  A new image was shown to students at least once a 
week; the purpose of the frequent use of images was to foster historical thinking and to 
facilitate the direct instruction of content. 
Quadrant 2:  Transformation.   Going inward.  
Students reflected on the image and their learning in their electronic journals 
(Google Drive documents, which students accessed online and shared with me). Guiding 
prompts for reflections in their journals were consistent throughout the innovation and 
included: 
 What did you learn about history today? 
 What did you learn about how you think today? 
 How can you use what you learned in your personal life? 
Quadrant 3:  Publication. 
Step 1.  A problem was posed for consideration.  The problem for the first topic 
was, “What happens when people come together in groups?”  Supplemental information 
(including additional images), direct content instruction, and activities that students could 
use to address this problem were organized around three sub-questions: 
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 How do people produce enough food for themselves? (the Neolithic 
Agricultural Revolution) 
 How do people develop rules for the group? (the Code of Hammurabi) 
 What do they believe about the purpose of life and the way to treat each 
other? (the beginnings of Buddhism and Hinduism) 
Step 2.  Students collaborated in groups of three and four to create a presentation 
(PowerPoint, Prezi, etc.).  Presentations:  
 used images to explain what students have learned about how people come 
together in groups 
 addressed historical thinking by answering the question, “How did we use 
sources of information to learn about this topic?” 
Quadrant 4 Conventionalization. 
Students used their electronic journals to complete a “Where Do You See 
Yourself?” reflection discussing connections between what they learned and their 
personal lives.  Students also completed a test on the unit material.   
Topic 2:  Deciding What Is Good and Beautiful (Weeks 5 to 10) 
The steps in each quadrant were repeated.  In addition, in quadrant 1, step 2, 
information about historical thinking was added in this way:  Students were told that 
different historians may interpret an event or time period in different ways, so it is 
necessary to consult more than one source to learn what possible interpretations might 
be offered in order to make a reasoned choice about which interpretation to accept.  In 
this same step in the appropriation quadrant, direct content instruction was provided 
addressing the rise of classical civilizations, particularly the achievements and legacies 
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of ancient Egypt, ancient Greece, and ancient Rome.  The student presentations from 
quadrant 3, with the assistance of direct content instruction relating to concepts such as 
democracy, philosophy, and empire-building, were organized around the subtopics of 
art, religion, power, and the law. 
Topic 3:  Things change, and things stay the same. (Weeks 10 to 15) 
The steps in each quadrant were repeated.  In addition, in quadrant 1, step 2, 
historical thinking was reinforced in this way:  Students were told that historians may 
offer explanations about cause and effect, and examples were used to show students that 
determining cause and effect, or recognizing any kind of pattern, is the result of applying 
the processes of historical thinking like examining the source, using multiple sources, 
and understanding the larger context from which an object, person, or event emerges.   
In this same step in the appropriation quadrant, direct content instruction was provided 
on the emergence of feudal systems, the expansion of trade between Asia and Europe, 
the development of Islam, and the increased range over which commerce, beliefs, 
cultural artifacts, and disease were transmitted.  The student presentations from quadrant 
3 were organized around the subtopics of empires and invasions.   
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Full Circling, Historical Thinking, and Vygotsky Space 
In the See History, See Yourself process, Long’s (2008) full circling process was 
adapted to help students traverse a Vygotsky space as they became proficient in historical 
thinking.  The figures below illustrate the relationship among these concepts.  Figure 6 
depicts a conceptualization of the full circling process. 
 
 
Figure 6. A conceptualization of the full circling process. 
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Figure 7 indicates how See History, See Yourself embedded full circling within 
Vygotsky space, and identifies the cognitive historical thinking processes that were 
developed in each quadrant. 
 
Figure 7.  A conceptualization of See History, See Yourself embedding visual imagery 
and historical thinking in Vygotsky space. 
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Figure 8 summarizes the research questions and the data collection tools that 
informed each research question. 
 Quantitative tools  Qualitative tools 
 
Pre and 
posttest 
Surveys 
 
Discussions Journals Observations 
Student 
presentations 
RQ1:  How did students’ 
historical thinking change 
from using See History, 
See Yourself? 
 
X X  X X X X 
RQ2:  How did students’ 
attitudes about the study 
of world history change 
from using See History, 
See Yourself? 
 X   X X X 
RQ 3:  How did students’ 
achievement in world 
history change from using 
See History, See 
Yourself? 
X X      
Figure 8. Research questions and purpose of data collection tools. 
 
Measures 
Pretests and Posttests   
To measure achievement of historical concepts and to assess historical 
thinking, students completed a pretest at the beginning of each unit and a posttest 
at the end of each unit (Appendix B).  The test included selected-response items 
derived from the Arizona Social Studies Standards (ADE, 2006) and the Roman 
Catholic Diocese of Phoenix Secondary Social Studies Standards (2009). The test 
questions were aimed at assessing student comprehension of unit material 
historical thinking.  The pretests were administered at the beginning of each unit 
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(weeks two, five, and ten), and the posttests were administered at the end of each 
unit (weeks five, ten, and fifteen).  This measure provided a way to gather 
quantitative data about student achievement, to measure change in achievement 
over time, and to capture examples of students’ historical thinking. 
Surveys 
An online anonymous survey was administered at the beginning of the 
innovation and again at the end of the innovation.  The survey was designed to 
gather information about student attitudes, historical thinking ability, and 
knowledge of world history (See Appendix C).  The survey included 18 items 
which used a 6 point Likert-type scale ranging from Agree a Lot to Disagree a 
Lot.  The survey also included two open-ended questions to elicit information 
about the connections students made between course content and their personal 
lives.  This measure provided quantitative data about thinking, attitudes, and 
achievement so change over time could be measured.  This measure also asked 
participants to report their own attitudes to provide data to compare with 
researcher observations about attitudes.  The items on the pre-survey were 
identical to the items on the post-survey. 
Journals 
The effectiveness of reflective journaling in promoting academic progress and 
development of attitudes and habits of mind is well documented (Boden et al., 2004; 
Chubbuck, 2007; Cutrara, 2012). In considering the role of reflection in learning, Hubbs 
and Brand (2005) describe Mezirow’s transformative learning theory as one in which 
“one's deeply held values and chosen perspectives form mental frameworks that govern 
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an individual's interpretations of the world and her or his place in it”(p. 3).  With this 
claim in mind, Hubbs and Brand (2005) state that “journaling, as a learning strategy, 
provides opportunities for students to mull over ideas, uncover inner secrets, and piece 
together life's unconnected threads” (p. 62). In this study, journals provided qualitative 
data about the students’ metacognition, their acquisition of content knowledge, and their 
attitudes.  This measure provided data about student thinking and attitudes which students 
had created as a result of private reflection.  All students kept a digital journal (in Google 
Drive accounts supplied by school to each student) during the course of the semester 
which contained the following types of entries: 
 What did you learn about history [today/as a result of this activity]? 
 What did you learn about how you think [today/as a result of this activity]? 
 “Where Do You See Yourself?” summative reflections at the end of each unit 
 Other entries made by student choice 
Discussion Transcripts     
In keeping with the constructivist notion that learners make meaning in the course 
of their interactions with others, students’ discussions were examined to learn about their 
historical thinking ability and their attitudes about world history..  Student discussions 
were audiotaped six times:  as they considered the initial image which introduced a unit, 
in weeks two, five, and ten, and as they presented the results of their research in weeks 
five, ten, and fifteen.  This measure provided data that students presented in public in an 
informal setting. 
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Student Presentations 
During each of the three cycles of the innovation, in weeks four/five, nine/ten, and 
fourteen/fifteen, students collaborated in groups of three and four to create a presentation 
(PowerPoint, Prezi, etc.).  Presentations used images to explain what students learned, 
and they addressed historical thinking by answering the question, “How did we use 
multiple sources of information to understand this topic?”  This measure provided data 
about student thinking which students presented in public in a formal setting. 
Observation Protocol 
An observation protocol was used to gather data about the thinking, attitudes, and 
knowledge of the students as they worked collaboratively to prepare presentations.  For 
example, students were recorded comparing sources of information (historical thinking), 
expressing interest or enthusiasm or the lack thereof (attitudes), and demonstrating 
comprehension of a topic (knowledge).  A sample of the protocol is included in Appendix 
D.  Observations were completed during the course of the work session in which students 
researched and created their presentations.  This measure provided data about student 
behavior while engaging in the study of world history in order to examine student 
thinking and attitudes. 
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Chapter 4:  Analysis and Results 
This study is a mixed-methods participatory action research (PAR) study to 
determine how visual imagery and reflective journaling affected students’ historical 
thinking, attitudes, and achievement in world history.  The research questions guiding 
this study were: 
Overarching question:  When using See History, See Yourself (a process that used 
images and reflective journals and teaches the process of historical thinking), did my 
students think differently about history and connect it to their lives?  
1. How did students’ historical thinking change from using See History, See 
Yourself? 
2. How did students’ attitudes about the study of world history change using See 
History, See Yourself? 
3. How did students’ achievement in world history change from using See 
History, See Yourself? 
As stated in Chapter 3, data collection tools for this study were chosen and 
developed to answer these specific research questions.   Both quantitative and qualitative 
measures were used to analyze each of the research questions for this study. The 
following section highlights the ways in which each measure was analyzed, followed by 
the results of each data source applied to each research question. 
Quantitative Data 
The quantitative data for this study included scaled responses on a survey taken 
by participants at the beginning and the end of the innovation. In addition, scores from 
selected response items on pre- and posttests about the curriculum administered at the 
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beginning and end of each unit of study were also examined.  The quantitative data 
sources and the research questions they addressed are presented in Figure 9. 
 
 
Data Source 
Survey responses 
(scaled items) 
Selected-response 
test scores 
RQ addressed RQ1, RQ2 RQ1, RQ3 
Figure 9. Quantitative data sources and research questions. 
 
Historical Thinking Survey 
The Historical Thinking Survey was designed to gather information about 
historical thinking, attitudes about world history, and achievement in world history.  
There were three constructs that were created as a result of this survey: historical thinking 
construct, attitudes construct, and achievement construct. The historical thinking 
construct addressed the extent to which students examined various sources of information 
about a topic, formulated questions, and made claims.  The attitudes construct sought to 
determine the importance and relative levels of interest and satisfaction students ascribed 
to the study of world history.  The achievement construct asked about students’ 
perceptions about their achievement and ability to be successful in the study of world 
history. The survey included 18 items, which used a 6 point Likert-type scale ranging 
from Agree a Lot (6) to Disagree a Lot (1).  In order to confirm the reliability of the three 
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constructs on which the survey was based, a pilot survey with a larger sample size was 
conducted in the spring of 2014.  Data from this pilot survey were used to calculate a 
Cronbach’s alpha coefficient for all of the survey items and for the items within each 
construct.  Table 1 shows the resulting Cronbach’s alpha coefficient. 
 
Table 1 
 
Historical Thinking Survey Pilot Coefficient-Alpha Estimates of Internal-
Consistency Reliability (n=56) 
Factor Within Factor Items 
Coefficient Alpha 
Estimate of Reliability 
 
Historical Thinking 
 
Items 1 – 6 
 
0.72 
Attitudes about World History Items 8 – 13 0.73 
Achievement in World 
History 
Items 15 – 20 0.82 
All Constructs All items 0.88 
 
 
 Nunnally (1978) states that a reliability coefficient of .7 or greater indicates that 
the reliability of the construct is acceptable.  Thus, all coefficients met and exceeded this 
criteria and were considered reliable. 
Pretest and Posttest Selected Response Scores 
Students took a test at the beginning and the end of each of the three cycles of the 
study (weeks two, five, ten, and sixteen).  Each test included fifteen selected-response 
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items.  Scores (out of fifteen) on the selected-response portion of the tests were used to 
calculate descriptive statistics (mean and standard deviation) and paired sample t-tests.  
Qualitative Data Analysis 
The qualitative data for this study consisted of open-ended survey responses, 
open-ended test questions, journal entries, discussion transcripts, presentations, and 
observation protocols.  For each of these data sources, an open coding system that 
reflected the study’s theoretical frame (Corbin & Strauss, 1990) was used.  Corbin and 
Strauss (1990) delineated a process for analyzing qualitative data in which open coding 
was used to examine and reflect upon the data and identify key ideas and patterns.  Then 
axial coding was used to establish connections among the themes that emerged from open 
coding.  
Accordingly, in this study, the raw data was partitioned and a list of ideas and 
concepts was recorded.  Ideas and concepts were compared across data sources to 
develop final themes.  Items were combined, added, and deleted from the list, as needed, 
during the course of the study.  The qualitative data sources on which open coding was 
used and the research questions they addressed are represented in Figure 10.    
 
 
Data Source 
Open-
ended 
survey 
responses 
Open-
ended test 
questions 
Journal 
entries 
 
Discussion 
transcripts 
Observation 
protocols 
Presentations 
RQ addressed 
RQ1 
RQ2 
RQ3 
RQ1 
RQ2 
RQ1 
RQ2 
 RQ1 
RQ1 
RQ2 
RQ1 
Figure 10.  Qualitative data sources and research questions. 
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Open-Ended Survey Questions 
The anonymous pre- and post-surveys included three open-ended questions 
designed according to the constructs of the study: 
 Please explain the thinking you do when you learn about world history (to 
address RQ1, about historical thinking). 
 Please explain why students should (or shouldn’t) learn about world history 
(to address RQ2, about attitudes about world history). 
 Explain the strategies that help you learn about world history (to address RQ3, 
achievement in world history). 
All twenty participants were invited to complete both pre- and post-surveys.  
There were fifteen participants who responded to the pre-survey, but three of the 
participants did not answer the open-ended questions.  There were ten participants who 
responded to the post-survey, but two participants did not answer the open-ended 
questions.  Open coding was used to identify concepts and ideas relating to the constructs 
of the survey: historical thinking, attitudes about world history, and achievement in world 
history.   
Open-Ended Test Questions  
 Each unit test included an image representing the material in the unit.  All 
students were asked to respond to the same three questions about the images: 
 Please explain what you think about when you look at this image. 
 Please explain how this image helps you understand [the central question of 
the unit]. 
 What questions do you have about this image? 
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Open coding was used to identify ideas and concepts about historical thinking and 
attitudes about world history. 
Journal Entries  
Journal entries were read as they were produced, and notes were made in a 
separate research journal.  Open coding was used to analyze the journal entries at the end 
of each cycle (in weeks five, ten, and sixteen) to identify ideas and concepts about 
historical thinking and attitudes about world history that were documented throughout the 
study.  At the end of the innovation, journal entries were also coded by participant. 
The prompts for journal writing were consistent throughout the innovation.   
Students used their journals to record their ideas about the images discussed; this 
procedure was designed to give participants the opportunity to consider and explore ideas 
in a private space.  In addition, in order to gather data about participant thinking, all 
students were asked to respond to three questions: 
 What did you learn about history today? 
 What did you learn about how you think today? 
 Where do you see yourself in history? 
At the beginning of the innovation, students used approximately seven or eight 
minutes composing journal entries.  Entries were short, with an average length of three 
sentences. Toward the end of the study (beginning in week ten) some participants left 
incomplete answers.  In particular, participants left the question “Where do you see 
yourself in history?” unanswered. 
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Discussion Transcripts 
Audiotaped recordings were collected during class discussions, as students 
considered the introductory image for each unit (weeks one, five, and ten).  Each of the 
recordings was transcribed at the end of each unit (in weeks five, ten, and sixteen) and 
open coding was used to identify ideas and concepts related to the constructs of historical 
thinking and attitudes about world history.   
Presentations 
As explained in Chapter 3, students worked collaboratively to create presentations 
(Powerpoint, Prezi, etc.) about a topic relating to the central question of each unit.  For 
example, in the first cycle, the central question was, “What happens when people come 
together in groups?”  Students prepared presentations about how groups established rules 
(like the code of Hammurabi), how groups decided what to believe (for example, the 
establishment of religions like Buddhism, Hinduism, and Judaism), and how groups 
defended themselves.  As students presented, notes were recorded in my personal 
research journal.  These notes, and the student-composed text in the presentations, were 
coded to identify ideas and concepts relating to the constructs of historical thinking and 
attitudes about world history.  
Observation Forms 
In order to gather data about student activity as they engaged in the work of 
learning about world history, an observation protocol was used to record information as 
the participants worked collaboratively to prepare their presentations.  The protocol, 
listed in Appendix D, addresses each research question of the study.  A total of 12 
observations were conducted, recording observations for 2 minutes at a time for 20 
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minutes as participants created their presentations.  Open coding was used to identify 
ideas and concepts on the observation protocols at the end of each cycle (weeks five, ten, 
and sixteen).  
RQ1:  Historical Thinking 
Research question one (RQ1), which asked, “How did my students’ historical 
thinking change from using See History, See Yourself?” was addressed by both 
quantitative and qualitative data.  Figure 11 presents the sources that provided data to 
answer RQ1. 
Quantitative Data Sources Qualitative Data Sources 
Historical Thinking Survey (scaled items) 
 
Historical Thinking Survey  
(open-ended questions) 
Pre- and posttest open-ended responses 
Journal Entries 
Class Discussions 
Student presentations 
Observations 
Figure 11. Quantitative and qualitative data sources for RQ1: Historical thinking. 
 
Quantitative Data 
Historical Thinking Survey (scaled items). All twenty participants were asked 
to complete an anonymous survey at the beginning and at the end of the innovation.  
Table 2 presents the mean and standard deviation for each question in the historical 
thinking construct.  
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Table 2 
Means (SD) for Pre- and Post-Surveys, Historical Thinking Construct 
Question 
 
 
Pre-Survey Mean 
(SD) 
n=15 
Post-Survey Mean 
(SD) 
n=10 
When I learn about history I can come up 
with good questions to help me understand it. 
4.47 (1.41) 4.80 (0.92) 
When learning about history, I consider 
different points of view. 
4.93 (1.28) 5.30 (0.82) 
The most important skill necessary to be 
successful in world history is to memorize 
facts.  (reverse coded) 
2.80 (1.32) 3.00 (1.33) 
I know how to learn about world history. 4.53 (1.25) 4.90 (0.74) 
When learning about the past, I think about 
the background of the situation. 
4.87 (1.41) 5.20 (0.79) 
 
When I give my opinion about something in 
world history, I use information I have read or 
learned to support my point. 
4.73 (1.44) 4.90 (0.99) 
 
Across all items on the survey, students reported improvement in their historical 
thinking from pre- to post-survey.  In particular, the mean responses for considering 
divergent perspectives and knowing how to learn about world history showed a 0.37 
increase, indicating that over the course of the innovation, students felt that they 
improved in key features of historical thinking. 
Qualitative Data  
Historical Thinking Survey (open-ended questions). This survey asked 
participants to explain the thinking they did when they learned about world history.  
Twelve of the fifteen participants who completed the pre-survey answered this question, 
and eight of the ten participants who completed the post survey answered this question.  
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In both surveys, students stated that they used prior knowledge to do historical thinking.  
In the pre-survey, students described memorizing, studying, and asking questions when 
they did historical thinking.  In the post-survey, however, students mentioned using 
additional skills in this area, such as considering multiple sources, thinking about 
different perspectives, and considering long-term impact. 
Pre- and posttest open-ended questions.  Two key features of historical thinking 
were examining the source of information and generating questions for further research.  
To gain information about student thinking on the unit tests, students were given an 
image and asked what they thought of when they saw the image and what further 
questions they had about the image. At the beginning of the innovation, students made 
claims that needed elaboration, such as John Cena’s claim, “I think it’s from Egypt.” 
Students also asked few questions.  On the pretest and posttest for the first unit, a 
common question was, “Was I right?’  These responses suggest limited historical 
thinking.   
By the end of the second unit, students made claims and began to attempt to 
support the claims.  An example from this unit is Cherry Blossom’s claim, “I think this is 
an important person, because the object looks like a coin, and the person must be 
important to have their name on a coin.”  Students had also, at this point, developed a set 
of questions they would regularly ask, which suggests developing proficiency in at least 
these features of historical thinking.  For example, by the end of the second unit, students 
regularly asked, “Where does this source of information come from?”, “Why was is 
made?” and “How was it made?”.  By the end of the third unit, students made claims and 
asked questions about how they might verify the claims they made about the object; these 
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questions suggested that students were considering another feature of historical thinking:  
the need to consult multiple sources of information to support a claim. 
Journals.  At the beginning of the innovation, students talked about historical 
thinking as a skill they valued.  For example, Sydney and John Cena felt they should 
understand the “deeper meaning” and “go deeper into a subject.”  However, throughout 
the journals, there was limited evidence of comprehension and application of historical 
thinking.  For example, while 1703 wrote about using “more than one source of 
information” and stated that historical thinking meant “that you can comprehend the data 
and evaluate it,” it was more common for students to state “I use historical thinking” 
without elaborating.   
By the end of the first cycle, most students made claims about the images they 
discussed. Most claims were clear, but they did not include evidence to support them, 
such as 1701’s statement about a pot, “I think they used it for fishing.” Although students 
adopted the practice of making more clear claims early in the innovation, the regularity 
with which they offered evidence to support their claims did not increase over the course 
of the innovation. 
Students were generally more reflective in their journal entries than in their 
presentations or responses to test questions.  For example, PhoenixKing 127 wondered 
why people would want to become soldiers in ancient Egypt since it was so hard, and 
1701, reflecting on the suicide of Socrates, was curious about why people would sentence 
such a wise man to death.  Students also reflected on divergent points of view, as in Coca 
Cola’s remark, “I wouldn’t have admired Achilles, but they thought he did the right 
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thing.”  Unicorn Swaggz reflected that, “I learned that different paintings have different 
meanings but tell the same story.” 
Class discussions. When students discussed images presented to them in the 
beginning of the innovation, they demonstrated historical thinking when they made 
claims about what they thought the image represented.  For example, when discussing a 
painting about the death of Socrates, 1704 identified the figure in the center as “the one in 
charge.”  When asked to explain this claim, 1704 did not have evidence to offer, but 1710 
then made a claim that the painting depicted people having an argument, and when asked 
for an explanation, 1710 referred to the posture of the figures and their facial expressions.   
Later in the innovation, after the third set of discussions about a picture of a 
replica of a Spanish galleon, students offered evidence to support their claims without 
being asked for explanation.  For example, 1708 stated that the object “must be a gift for 
someone important” because “that person in the center…he’s seated and it looks like 
they’re all paying attention to him.”  These statements show that students advanced in 
their ability to make historical claims and support them with evidence. 
Presentations.  The first set of student presentations contained very few claims.  
Students reported information but did not connect it to a claim or explain why they 
believed their information to be accurate.  For example, students reported that Rameses II 
ruled Egypt from 1279 B.C. to 1213 B.C., but they did not discuss his accomplishments 
or their assessment of him as a leader.  John Cena and 1708 labeled the statement, 
“Mesopotamian civilizations were located between the Tigris and Euphrates rivers” as 
their claim.  Some claims needed elaboration.  For example, in a presentation about the 
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daily life of ancient Israelites, students claimed that their religion helped them live 
together as a group, but they did not mention the Torah or religious practices. 
Students’ proficiency in making claims in their presentations improved over the 
course of the innovation.  By the second set of presentations, students made claims 
readily.  However, they did not discuss what evidence they used to support their claims, 
and they did not evaluate the quality of the sources of information.  Some claims were 
supported by evidence that was weak or irrelevant, such as the claim “Cleopatra was a 
bad ruler because she had one kid with Julius Caesar and twins with Mark Antony.”  
Only two groups used more than one source of information to back up a claim when 
asked. For example, 1703 and 1710 offered a clear claim in a presentation that “The 
Greeks believed that individual ability to think and create was important, and their art and 
writing give examples of this belief.”  In another presentation, students claimed, “The 
Romans thought that being a Roman and building up the Roman empire was good, true, 
and beautiful... Their military leaders were very important to the Romans, so they made 
the statues depict the military leaders as showing great power and leadership.” 
The third set of student presentations also contained clear claims; “The Black 
Death led to a decrease in faith in religion, but it also led to improved understanding of 
disease” is an example from student presentations in the third unit.  Coca Cola compared 
opinions in his journal remark, “I wouldn’t have admired Achilles, but they thought he 
did the right thing.” Two groups provided evidence from a source to support their claims.  
No groups evaluated the quality of their sources of information.  Thus, overall across the 
innovation, students increased their use of claims, and even evidence to support those 
claims, but did not evaluate the sources of information to fully use historical thinking.  
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Observations. Observation of students as they worked on their presentations 
showed results similar to the presentations and discussions.  During the first unit, students 
reported facts.  By the second unit, students made claims readily.  For example, Coca-
Cola and 1707 discussed the importance Romans attached to the power of the military 
and the emperor.  Although they were considering some images of statues from the 
Roman Empire, they did not refer to features in the statues to support the claim.  By the 
third unit, students asked questions of each other to determine the quality of a claim.  For 
example, the question, “Where does that come from?” was heard five times during the 
third unit, and “What other sources say the same thing?” was heard two times. 
Conclusions on RQ1 
 Across data sources, it appears that students did improve in their historical 
thinking across the innovation. Students increased their ability to make claims, to 
consider divergent perspectives, and to a small extent, to support those claims with some 
evidence. Students increased in their self-reported ability to make claims and use 
evidence (as identified from surveys), gained information about the content of the lessons 
(as identified from their tests), and used more claims in their class discussions and 
presentations. However, students did not reach a high level of historical thinking where 
they evaluated their sources. So, while there was some improvement in historical 
thinking, they did not master all intended skills.  
RQ2:  Attitudes about World History 
Research question two (RQ2) asked, “How did my students’ attitudes about the 
study of world history change as a result of using See History, See Yourself?” This 
question was addressed by both quantitative and qualitative data (see Figure 12). 
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Quantitative Data Sources Qualitative Data Sources 
Historical Thinking Survey (scaled items) 
 
Historical Thinking Survey  
(open-ended questions) 
Journal Entries 
Class Discussions 
Student presentations 
Observations 
Figure 12. Quantitative and qualitative data sources for RQ2: Attitudes about world history. 
 
Quantitative Data 
Historical Thinking Survey.   Table 3 presents the mean and standard deviation 
for each question in the attitudes construct.   
 
Table 3 
Means (SD) for Pre- and Post-Surveys, Attitudes Construct 
Question 
 
 
Pre-Survey Mean 
(SD) 
n=15 
Post-Survey Mean 
(SD) 
n=10 
World History is important. 5.00 (1.25) 5.40 (0.84) 
World history has no connection to my 
personal life (reverse coded) 
4.50 (1.34) 3.80 (1.75) 
Learning about world history helps me to 
make decisions about my life. 
3.87 (1.06) 4.10 (1.20) 
Learning about world history helps me to 
understand people. 
4.40 (1.06) 5.00 (0.82) 
World history is not interesting. (reverse 
coded) 
4.50 (1.29) 5.00 (1.70) 
There are topics in world history I would 
like to learn about in more detail. 
5.20 (0.94) 5.30 (0.82) 
Results in Table 3 show that most student attitudes about world history improved 
over the course of the innovation. While attitudes were positive at the beginning of the 
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innovation and most students agreed with statements like “World History is important,” 
most mean responses increased for most students at the end of the innovation.  Students 
especially increased in their belief that learning about world history helped them to 
understand people (increase of 0.60) and to make decisions about their lives (increase of 
0.23).     
Qualitative Data 
Historical Thinking Survey (open-ended questions).  In the pre-survey, 
students made statements about how it was important to learn world history.  For 
example, one participant said, “When you learn about past events and troubles, you 
understand what life was like and how everything came about to be today.”  Students 
mentioned knowing about their ancestors and about learning about topics that were 
“interesting” or “weird.”   Post survey responses were slightly more detailed, and they 
included more reference to cause-and-effect relationships than the pre-survey did.  For 
example, one student said, “It is important to learn about world history, because 
everything that has happened has some sort of role in today's world.”  Another student 
observed, “Students should know what happened in the past, because knowing what 
happened in the past will give you the advantage of making useful predictions for the 
future.” While students did not particularly change their attitudes about world history on 
these responses (consistently stating that it was important), they were able to better 
articulate why it was important in the post-survey, relative to the pre-survey.  
Journals. Participants’ journal entries indicated confidence in their own abilities 
to be successful and find relevance in the study of world history.  Students demonstrated 
confidence throughout the innovation.  For example, when students responded to one of 
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the regular prompts, “Where do you see yourself in history?” several students gave 
responses that were similar to a comment from Sydney, who said, “I see myself making 
major contributions back to the community.”  Coca Cola stated that he saw himself as a 
“future scholar or an analysis [sic]."   VoltaicLight1 saw himself as a leader.  Students 
also offered ideas and theories about the images under consideration in their journal 
entries even when they did not wish to volunteer their ideas in class discussions.  Captain 
Jack Sparrow and 1706 did not often enter class discussions unless prompted, but their 
journal entries posed ideas and asked questions about the images they examined.   
Students also indicated an increase in a sense of relevance and a willingness to 
grapple with complex topics.  For example, at the beginning of the innovation, 1703 
wondered (about an image of a sandal label), “I would be wondering what this has to do 
with my life,” and 1709 wondered about a section of cuneiform carving, “Why is this 
important?” Students also made comments with a present-day point of view at the 
beginning of the innovation.  For example, 1708 stated, “We just have better technology, 
and we would make something better.”  These comments indicate a lack of a sense of 
relevance, but expressions of relevance did increase in the participants’ journal entries 
over the course of the innovation.  For example, after a discussion about the riots and 
racial tension in Ferguson, Missouri, 1707 reflected that he saw himself stuck in a racist 
society and he wondered what to do about it.  1707 also commented on more than one 
occasion that he thought differently about whatever topic was being discussed than others 
in the class did, reflecting on his own unique, and sometimes divergent perspective.  
After a similar discussion, StarFox 64 wrote, “I see myself in a place in history where 
equality is still a problem,” and at another time he stated, “I see myself in history as 
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someone who lived in a time where more powerful countries don’t help the ones that 
need it.”   
Toward the end of the innovation, 1711 wrote that “to do historical thinking is to 
question everything.”  While this remark obviously addresses the topic of historical 
thinking, it has relevance for the topic of attitudes about world history as well:  1711 
indicates a tolerance for asking questions instead of a desire to arrive at a “right” answer.   
Finally, students recorded several emotions in their entries.  Students stated that 
they worried about certain things; Captain Jack Sparrow worried about an artifact 
breaking, StarFox 64 worried about the cost of a pair of sandals from Mesopotamia, and 
Unicorn Swaggz worried about damage to an artifact. Students also expressed 
excitement, as in 1704’s excitement to learn about pirates, VoltaicLight1’s excitement to 
“let everyone know the news,” and 1701’s excitement and curiosity to learn about what 
happened long ago.  Students expressed some skepticism, like when 1707 wondered why 
a king would have a label put on a sandal and when 1709 wondered why someone would 
think a glass jar was important. 
Overall, students demonstrated in their journal entries an increased attitude of 
seeing the relevance of world history in their own lives over the course of the innovation.  
Students expressed willingness to consider complex topics more frequently and more 
clearly, and open-mindedness and a sense of connection to the world around them was 
also evident in their expressions of excitement, worry, and skepticism. 
Class discussions.  In class discussion, the attitude most frequently expressed was 
one of confidence.  For example, when discussing an image and presenting possible ideas 
about its source or use, students showed a readiness to rely on prior knowledge.  A 
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student stated that a carving of the code of Hammurabi “looked Middle Eastern” because 
“it matches [his] prior knowledge of Middle Eastern writing.”  StarFox 64 described a 
picture of a church as Roman Catholic “because I have seen this style before.”  These 
statements, which remained consistent in their frequency and their quality over the course 
of the innovation, suggests that students believed their prior experiences had enabled 
them to make a contribution that would be valued in the discussion.   
Observations.  Observations conducted while students collaborated to create 
presentations of their research about the central question of each unit included some 
expressions of curiosity, such as “Cool! Where did you get that?”  There was a slight 
increase in the number of these expressions of curiosity over the course of the innovation; 
suggesting the development of an attitude of curiosity. 
Students also talked about how to accomplish the task, making statements like, 
“Get a picture for this slide” more frequently than they evaluated the work they were 
doing or reflected on their thinking.  Every time an observation was conducted, at least 
two groups asked the teacher, “Is this good?” or “How many slides do we have to have?”  
These data indicate that participants were still interested in completing a task rather than 
in learning about the topic under consideration. 
Conclusions About RQ2 
 Across all data sources, participants’ attitudes about world history were positive 
over the course of the innovation, with the clearest increase in positive attitudes evident 
in the pre- and post-surveys.  In class discussions and observations, positive attitudes in 
the form of curiosity and on-task behavior remained consistent throughout the innovation.   
In their journal entries, participants demonstrated an increase in relevance, a sense of 
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personal connection, open-mindedness and willingness to consider new ideas and 
divergent perspectives. 
RQ3:  Achievement in World History 
Research question three (RQ3), which asked, “How did my students’ achievement 
in world history change as a result of using See History, See Yourself?” was addressed by 
quantitative and qualitative data (see Figure 13). 
 
Quantitative Data Sources Qualitative Data Sources 
Historical Thinking Survey (scaled items) 
Historical Thinking Survey  
(open-ended questions) 
Pre- and posttest selected response scores 
Figure 13. Quantitative and qualitative data sources for RQ3: Achievement in world history. 
 
Quantitative Data 
Historical Thinking Survey (scaled items).  Table 4 presents means and 
standard deviations for the responses to each of the questions associated with the 
achievement construct.   
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Table 4 
Means (SD) for Pre- and Post-Surveys, Achievement Construct 
Question 
 
 
Pre-Survey Mean 
(SD) 
n=15 
Post-Survey Mean 
(SD) 
n=10 
I know a lot about world history. 4.13 (0.92) 4.40 (1.08) 
World history is a difficult subject for me. 
(reverse coded) 
4.13 (1.19) 4.20 (1.23) 
I am able to help others learn about world 
history. 
4.50 (0.65) 4.00 (1.33) 
I am a successful student in world history. 4.93 (0.62) 4.70 (0.68) 
World history comes easily to me. 4.64 (0.63) 4.50 (1.27) 
Many of the topics we discuss in world 
history are familiar to me. 
4.00 (1.00) 4.50 (0.97) 
By the end of the innovation, more students reported that they knew “a lot” about 
world history than at the beginning, and more students agreed that topics in world history 
were familiar to them.  However, fewer students agreed that they were successful and that 
the subject came easily to them.  Students also agreed less that they were able to help 
others learn about world history.  These results suggest that while students did not always 
achieve the results they expected (perhaps in terms of test and project grades), their 
knowledge of the subject increased over the course of the innovation.   
Pre- and posttest selected-response scores.  At the beginning (weeks two, five, 
and ten) and the end (weeks five, eleven, and sixteen) of each of the units of study, 
students completed tests that had fifteen selected response items and three open-ended 
questions.  Descriptive statistics and paired-sample t-scores are presented in Table 5. 
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Table 5 
Means (SD) and t-Scores for Pre- and Posttests 
 
Pretest Mean 
(SD) 
N=20 
Posttest Mean 
(SD) 
N=20 
Paired Sample t-test 
People in Groups 6.85 (1.35) 8.80 (2.12) .001* 
Good, True, Beautiful 5.79 (1.55) 9.26 (1.79) .000* 
Change…Same 6.25 (2.00) 10.05 (1.79) .000* 
Note: p < .05 
 
Students achieved significantly higher scores on the posttest by comparison with 
the pretest in each of the three units.  The greatest increase in the mean score took place 
in the third unit; the difference between the pretest and posttest mean was 3.80.  Since it 
was possible to score fifteen points on each test, an increase in the mean score represents 
an increase of 25% of total possible points.  However, a “C” grade on the selected 
response portion of the test would translate to a score of 10.50, and none of the posttest 
means reached this level.  So, while students significantly improved in their content 
knowledge across each unit, they did not show sufficient knowledge to show mastery of 
the material.  
Qualitative Data Sources 
Historical Thinking Survey (open-ended questions). On the Historical 
Thinking Survey, when responding to an open-ended question that asked participants to 
describe the strategies that helped them to learn about world history, participants 
described strategies relating to comprehending and recalling data.  For example, one 
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student stated, “Simply paying attention and thinking when, how, why, or what happened 
will make world history easy to understand.”  Another student mentioned that reading 
strategies were important, and several students referred to taking notes.  Two participants 
mentioned asking clarifying questions to gain a clearer understanding of a concept or 
event.  In the post survey, students mentioned studying “really hard.” Thus, these 
students appeared to understand the key strategies needed to improve their achievement 
in world history based on their reports.  
Summary of Results 
Across the 15 week innovation, students showed improvements in historical 
thinking, attitudes about world history, and achievement in their class. However, there 
was still room to grow in each of these areas. For example, students were better able to 
make claims and support those claims, but they did not reach the point where they 
realized the importance of evaluating the source of that evidence. Surveys and test scores 
both showed improvements in historical thinking and attitudes, but students did not 
appear to do as well as they had hoped in their achievement in the class. Qualitative 
measures showed similar results, where students were able to ask more informed 
questions by the end of the innovation, when they were solely focused in the beginning 
on whether there was a correct answer. There were clear benefits to the use of the See 
Yourself in History innovation, as students reported feeling that world history was more 
personal and helped them know people better, but additional supports may be needed in 
the future to help students achieve their academic goals in this area.   
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Chapter 5 
Discussion of Findings 
This study examined the effects of a 15 week innovation using visual imagery and 
reflective journaling to promote historical thinking, positive attitudes, and achievement 
for high school world history students. While a self-directed level of thinking and study 
in world history was not demonstrated by the data overall, students’ ability to evaluate 
historical thinking improved over the course of the study, there was an increase in student 
achievement, and student attitudes communicated confidence and a sense of connection 
to world history.  This innovation helped to create an environment in which further 
growth in critical thinking and academic achievement was fostered. 
How Did Students’ Historical Thinking Change  
From Using See History, See Yourself? 
Students’ historical thinking became more intentional and slightly more advanced 
across the innovation. Figure 14 is a conceptualization of levels of historical thinking and 
the thinking demonstrated by participants in this study. 
 
Figure 14. A conceptualization of levels of historical thinking. 
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At the beginning of the innovation, students reported information rather than 
making claims.  Over the course of the innovation, students became more articulate about 
evaluating their thinking, they considered alternative interpretations, and they generated 
questions for further research.  More advanced elements of historical thinking were 
displayed only rarely, however.  For example, while students improved their skills at 
providing evidence to support their claims, and they acknowledged the need to consider 
multiple sources in making a claim, they frequently only referred to one source of 
information when they wished to support a claim, and often there was no consideration 
given to the reliability or expertise of that source. 
The elements of the innovation that appeared to have the greatest effect on 
historical thinking were the discussions of images and the use of reflective journals.  Both 
of these tools allowed for informal consideration of a concept or idea, and in this study, 
both of these tools provided the richest examples of more advanced historical thinking 
and connections among topics.  In more formal formats, such as student presentations and 
open-ended test questions, students summarized and reported information without 
consistently drawing conclusions from or commenting upon what they had read. 
This change in historical thinking ability was consistent in some ways with 
Schank’s (2011) call to teach cognitive process before content. Schank asserts that 
teaching how to think allows a student to apply thinking to areas that the student finds 
personally interesting. In this study, as students learned that historical thinking meant 
considering different points of view and asking questions, they engaged in those 
cognitive processes. They then applied those cognitive processes to topics of personal 
interest, particularly events in popular culture or the news.  However, as stated above, 
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they did not consistently apply these cognitive processes, the elements of historical 
thinking, to their work throughout the world history course.   
For example, in a project outside the scope of this innovation, in which students 
were asked to research and present information on a topic of their choosing relating to the 
theme “Leadership and Legacy in History,” StarFox64 researched a particular ancient 
ruler.  He faithfully reported birth, death, marriage, and battles fought, but he did not 
make or support claims about why the figure he chose was a leader or what legacy the 
man might have left.  In this case, StarFox 64 was working on a topic he chose, so it 
would be reasonable to expect that he was motivated to find out more about the man than 
his demographics, and thus see evidence of more developed historical thinking. Instead, 
he demonstrated a relatively basic level of thinking frequently seen over the course of the 
innovation; high-level proficiency and application of historical thinking were instead only 
used when specifically solicited. 
In addition, it is interesting to consider these findings in light of the theory of 
Vygotsky space.  As anticipated, participants in this study provided reflective answers in 
Quadrant 2, where the learner internalized information, as these students did in their 
journal entries.  However, the theoretical frame of the study suggests that students would 
then use images to publicize and conventionalize their knowledge; that is not what 
happened. Instead, other environmental effects may have influenced the outcomes in this 
study.  Barab and Plucker (2002) described an environmental model of learning, in which 
the values and expectations of the culture influenced learning in the same way that the 
learner’s abilities and the tools provided influenced it. It is possible that cultural 
elements, such as the desire for good grades, the need to appear competent in front of 
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their peers, and student expectations that to learn world history meant to master a 
collection of facts, created constraints to public demonstrations of historical thinking.  
When Long (2008) designed her full circling process, she intended to engage 
students’ emotions with respect to a historic topic, such as outrage over an injustice or 
sorrow over a tragedy.  In this study, the use of imagery did not elicit emotions in the 
same way; however, images still appeared to have a powerful effect in engaging their 
intellectual curiosity and providing them a tool that invited multiple interpretations. It is 
worth considering that the fall semester of world history typically includes ancient 
civilizations in its curriculum, and so the available images required a higher level of prior 
knowledge than most students had.  For example, a photograph from the American South 
documenting racial segregation by depicting a drinking fountain with a sign saying, 
“Whites Only” clearly raises the subject of racial equality. On the other hand, some 
background information is necessary in order to comprehend what a stirgil conveyed 
about ancient Greek ideas concerning personal cleanliness, masculinity, and beauty.  
Nevertheless, the use of images helped students practice generating questions for further 
research,  In order to better understand the role of imagery in promoting more advanced 
historical thinking, further study, perhaps including comparisons among the use of 
contemporary images and the use of images from antiquity, is needed.   
How Did Students’ Attitudes About World History Change 
From Using See Yourself, See History? 
Student attitudes about world history showed gains in confidence, open-
mindedness, and a sense of connection to the study of history. Student journals, for 
example, reflected their willingness to consider divergent perspectives and their 
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awareness of the connection between history and their personal lives.  It is interesting to 
note that students’ contributions to class discussions contained fewer questions that 
showed consideration of divergent perspectives than the journal entries did.  If these 
expressions had been present in discussions as well, it might have indicated a confidence 
in having enough knowledge to support an alternative viewpoint.  This result is consistent 
with the concept of Vygotsky space: Students used the private space provided by the 
journals to internalize their ideas although they were less ready to publicly express and 
defend them.     
Student attitudes did display increased awareness of a connection to a larger 
community across the innovation.  In journals, discussions, and particularly in post-
survey open-ended responses, students mentioned feeling connected to the world and 
recognizing that events of the past could influence the future and provide guidance for 
decisions. These results showed that participants at the end of the study believed that the 
study of world history had personal benefits for them.   
This finding is generally consistent with the literature.  For example, as suggested 
by the literature on reflective journaling (Boden et al., 2004; Chubbuck, 2007; Hubbs and 
Brand, 2005), participants in this study took full advantage of the private space provided 
by their journals to consider new ideas and try out theories.  Similarly, as Lawson and 
Lawson (2012) found, participants expressed positive attitudes when they could see a 
connection between the topic and their personal experience.   
It is important to note that some students stopped responding to the journal 
question, “Where do you see yourself in history?” toward the end of the study.   By itself, 
this result might seem to call into question the connections students might have seen 
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between their personal lives and the study of world history.  However, it was also true 
that students articulated preferences and interests when asked to name concepts or ideas 
about which they wished to know more.  For example, when asked to speak about a topic 
that matters to them, students expressed a wide variety of interests, from sports to social 
issues to global events.  So, while students may have not articulated their connection to 
the required topics of study, specifically, they did see a connection between themselves 
and societal events and issues.   
How Did Students’ Achievement in World History Change 
From Using See Yourself, See History? 
Student achievement on selected-response test questions improved over the 
course of the innovation. This result is consistent with an environmental, transactional 
conceptualization of motivation and achievement. It is possible that exposure to divergent 
perspectives allowed students to develop confidence in articulating their own 
perspectives (claims); research about motivation and achievement suggests a link 
between increases in confidence and increases in achievement (Barab & Plucker, 2002; 
Lawson & Lawson, 2012). It is also possible that the opportunity to reflect about their 
learning, in journals and in discussions, enabled participants to improve their mastery of 
content; this is consistent with scholarship about the role of journals in helping students 
to clarify and internalize meaning (Boden et al., 2004; Hubbs & Brand, 2005.) 
It is similarly possible that since most participants had not studied history for two 
years, and had not studied world history in particular for four years, instruction in any 
form would result in increased achievement.  Although students increased in their test 
scores significantly, the scores still remained below an acceptable level. The mean 
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response on the selected-response portions of the test did not rise above the equivalent of 
a D grade.  This may be because students had not taken history for two years prior to this 
class. They had little historical information entering the class, and throughout the 
innovation struggled with correctly identifying names and dates, without even 
considering more advanced historical thinking. Some scholars suggest that  teaching 
critical thinking would be most effectively accomplished in conjunction with teaching 
content knowledge specific to a particular discipline or domain (Mulnix, 2012; Warren, 
Memory, & Bolinger, 2004; Willingham, 2007), as was done throughout this study. 
However, it may be useful to further explore this connection in future research: Students 
may need foundational knowledge before they attempt to think critically about history 
and its connection to their own lives. The more facts they have to link future information 
and experiences to, the more likely they may be to make those connections. 
Limitations of the Study 
 This study contained some successful design elements. The planning, instruction, 
and assessment required by the innovation were consistent with the normal workflow of a 
classroom and did not create an additional burden for the instructor.  Similarly, the See 
History, See Yourself structure was compatible with the curriculum and did not create 
interruptions to the scope and sequence of the course.  Students reported enjoying the use 
of images to learn about ancient history, and students who participated in the study were 
not distinguished from their classmates by their participation.   
 However, the study was limited by its size and time frame, the question of inter-
rater reliability, the need for precise assessment tools, and the need for precision in the 
analysis of visual images.  
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This study took place over 15 weeks.  It is necessary to keep this brief amount of 
time in mind when considering the study’s findings; greater progress in historical 
thinking and achievement in world history might be possible over a longer period of time.  
Similarly, the size of the school and classes created a small population; the results of this 
study are not generalizable.  In addition, there was normal variability in the student 
population; for example, some data was missing on anonymous surveys, so the final 
results may not reflect the skills and opinions of all students, even within these classes.   
Colleagues examined student work, journal entries, and discussion transcripts to 
analyze, verify and refine the codes which emerged from the initial analysis, however, 
official inter-rater reliability of the coding process was not conducted.  Member checks 
were conducted with participants to verify that the correct meaning had been captured.  
However, some parts of the innovation were not observed outside of the classroom, 
including student presentations and observations of students at work.  A more complete 
review by colleagues of codes would allow for inter-rater reliability.   
Furthermore, the use of visual imagery could be ineffective if disconnected from 
meaningful analysis.  Schnell (2006) pointed out that visual images could invite the 
assertion of claims without substantiation, but that without such substantiation, the claims 
lacked meaning.  In order to enable students to speak clearly about the evidence from an 
image they wanted to use to support a claim, it became necessary to develop and practice 
.a common vocabulary including terms such as foreground, composition, and tone. 
Finally, the scope of the world history curriculum is quite large, and its size 
suggests possible limitations of this study. Because of the extensive amount of material 
that could be addressed, instructors select representative topics and concepts; different 
71 
topics could produce different results.  For example, the study of the Vietnam conflict 
allows for the use of different images and suggests the likelihood of different discussions, 
reflections, and personal connections than the study of the establishment of organized 
religion. In this study, explicit connections were drawn among topics (e.g. the classical 
civilizations all answering, in one way or another, the question about goodness and truth 
and beauty).  It is likely that another instructor would have made different connections or 
would have articulated them differently.  For a deeper understanding of how visual 
imagery and reflective journaling affect historical thinking, attitudes, and achievement, 
further study is needed.   
Future Considerations 
While students demonstrated gains in historical thinking and exhibited a sense of 
relevance and connection to the study of world history, gains in achievement were not 
sufficient to recommend replication of the innovation in its present form.  Future 
considerations to enhance the effectiveness of the innovation include determining 
baseline information about students’ historical thinking and their content knowledge at 
the beginning of the semester, achieving a balance between direct instruction in historical 
thinking and direct instruction in content, and developing precise criteria for the analysis 
of images. 
At the beginning of this study, students did not make claims after examining a 
source of information about a historical topic.  Because students in prior years 
demonstrated the ability to make claims, the study was designed with the expectation that 
the participants would operate at the same level of historical thinking.  However, the 
absence of claims from participants at the beginning of this study indicates that students’ 
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abilities in historical thinking were lower than initially expected.  In the future, it would 
be useful to determine students’ skills and experience in historical thinking at the 
beginning of the course and use this data to inform instructional design. 
Similarly, it would be necessary to achieve a balance between instruction in 
historical thinking and instruction in world history content.  Instruction in historical 
thinking allowed participants in this study to make gains in historical thinking, but the 
scores from students’ end-of-unit tests suggest that students needed more content 
knowledge.  Planning a course using an innovation like See History, See Yourself should 
seek to ensure sufficient content knowledge and build in more content instruction to 
increase the likelihood of positive outcomes in both historical thinking and historical 
content. 
It may be possible to use student journals to help support instruction.  In this 
study, participants used their journals for personal reflection.  It might be possible to use 
journals in an interactive manner, so the instructor and student can engage, through the 
journals, in a dialogue that would allow the instructor to identify and clarify 
misconceptions and provide additional content instruction as needed. 
It may be useful to develop specific criteria for identifying quality analysis of 
images.  As Schnell (2006) points out, images may invite a variety of interpretations, but 
not all interpretations are equally thoughtful and reasoned.  Criteria which students and 
teachers can use to identify high level analysis could support the development of 
historical thinking. 
The concept of Vygotsky space appears to have been an appropriate model on 
which to build this innovation, and it can offer guidance to consider for future iterations 
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of this curriculum.  In particular, the interplay between public and private consideration 
of information may have been helpful in allowing students to make meaning of new or 
unfamiliar information, as evidenced by the claims students would make in their journals 
even if they were not ready to make those claims in public discussion or presentation.  
Since the ultimate goal is a level of historical thinking at which students are able to 
defend claims in any setting, in future studies, it may be useful to ensure that students 
have the support and the opportunity, perhaps via journals, video diaries, or peer 
reflections, to make and defend claims both publically and privately.   
In addition, allowing additional public demonstration of learning may facilitate 
the acquisition of content knowledge.  This could perhaps be accomplished by having 
students match evidence (provided by the teacher) with the claims that emerge during a 
class discussion; such a structure would allow practice in historical thinking and content 
knowledge.  
Finally, it seems that there are pedagogical decisions which can support the 
benefits to be gained from this innovation.  In particular, allowing students to continue 
with established routines, whether by having students loop with the same teacher from 
year to year, by establishing procedures for image analysis and reflective journaling 
which are consistent across courses in the department, or by inviting students to develop 
standards which the class could use to determine the quality of historical thinking across 
courses, may further encourage the development of historical thinking skills, a sense of 
relevance, and the acquisition of content knowledge. 
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Conclusion 
 In this study, visual images and reflective journaling were used to improve critical 
thinking for 19 high school sophomores and one junior in world history classes. Results 
showed noticeable progress in historical thinking abilities, positive attitudes about the 
relevance of world history, and achievement in world history, even if they did not reach 
desired levels.  In particular, the use of images and journaling led students to increased 
consideration of divergent perspectives and a greater sense of connection between their 
personal lives and global events (past and present).  This innovation created an 
environment which fostered critical thinking.   
 However, while images helped students to consider more than one perspective 
and journals allowed students to perceive and articulate connections among concepts, 
scores on tests of curricular material remained below average, even after months of 
instruction.   It may be that students need a more developed knowledge base in world 
history in order to make meaningful, accurate connections among concepts and to think 
critically.  Curriculum design decisions at the high school level (and perhaps the junior 
high level) would benefit from a progressive alignment of content knowledge and 
historical thinking skills over the sequence of social studies courses.  With such an 
alignment and balance between content instruction and historical thinking instruction, it 
may be possible to use images and journaling to support critical thinking and allows 
students to make personal connections and find meaning in the study of world history. 
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Dear Parent: 
I am a graduate student under the direction of Dr. Erin Rotherham-Fuller in the 
Mary Lou Fulton College of Education at Arizona State University.  I am conducting an 
action research study to help students improve critical thinking in world history class, and 
I would like to invite your child to participate in the study. 
What is the purpose of the study? 
This study is designed to improve students’ critical thinking, particularly in 
history, through the use of visual images, reflective journaling, and collaborative 
research.   
What will happen in the study?   
Students will respond to survey questions, analyze historical images (of people, 
events, or objects) complete reflective journaling and conduct collaborative research.  I 
will collect information from the journals and research presentations together with test 
results, results from a survey, and observations of classroom activity.   
Who will participate? 
Participation in this study is voluntary.  If you choose not to have your child 
participate or to withdraw your child from the study at any time, there will be no penalty, 
there is no effect on your child’s grade, and there is no effect on your child’s status as a 
valued member of the class.  Likewise, if your child chooses not to participate or to 
withdraw from the study at any time, there will be no penalty.   
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What are the responsibilities of the participants? 
Students will complete all activities which are part of the normal educational 
practice in a world history course including tests, journal entries, class discussions, and 
research assignments.  In addition, students who participate in the study will complete a 
survey and consent to: 
 Analysis of journal entries 
 Recording and analysis of class discussions 
 Analysis of research presentations 
 
Because the data used in the study is generated from work that is part of normal 
educational practice, it is important to remember that participation in this study – 
consenting to have your child’s work and ideas included in the study – will not have an 
impact on your child’s grade.  However, tests, classwork, and homework assignments 
demonstrate what the student knows - whether that work is included in this study or not – 
and not completing the work could have an impact on your child’s grade. 
What are the potential benefits of the study? 
Although there may be no direct benefit to your child, a possible benefit of your 
child's participation is improving the critical thinking skills which are essential for 
professional growth, civic participation, and personal development.  There are no 
foreseeable risks or discomforts to your child as a result of participation.   
Confidentiality will be maintained during all portions of the study and your 
child’s name will not be used in any publication.  All responses provided by your child 
will be kept anonymous.  The results of this study may be used in reports, presentations, 
or publications but your child’s name will not be used.   
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If you have any questions concerning the research study or your child's 
participation in this study, please call me (602)973-4000x309 or Dr. Rotherham-Fuller at 
(602)555-5555  
Sincerely, 
Carrie Shanahan 
By signing below, you are giving consent for your child _______________ 
(Child’s name) to participate in the above study.    
 
_____________________         _____________________ _____ 
Signature                                    Printed Name  Date 
 
If you have any questions about you or your child's rights as a subject/participant 
in this research, or if you feel you or your child have been placed at risk, you can contact 
the Chair of the Human Subjects Institutional Review Board, through the Office of 
Research Integrity and Assurance, at (480) 965-6788. 
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Dear Student: 
I would like to ask for your help gathering information for some research.  I am a 
graduate student under the direction of Dr. Erin Rotheram-Fuller, in the Mary Lou Fulton 
College of Education at Arizona State University, and I am studying critical thinking in 
world history.  Would you please consider being a participant in the study?  Here is some 
background information: 
What is the purpose of the study? 
This study is designed to improve students’ critical thinking, particularly in 
history, through the use of visual images, reflective journaling, and collaborative 
research. 
What will happen in the study? 
All students will participate in normal class activities, as usual. In addition, if you 
decide to participate in the study, you will: 
 
 complete a survey (that will take about 15 minutes to complete) 
 allow me to use the material in your journal entries as part of the data I will analyze 
 allow me to use the material in your research presentations as part of the data I will 
analyze 
 agree to audio recording and analysis of class discussions 
 
Who will participate? 
Participation in this study is voluntary. Everyone in the World History classes is 
invited to participate, but it is not required.  If you choose not to participate or to 
withdraw from the study at any time, there will be no penalty, no effect on your grade, 
and no effect on your status as a valued member of the class. However, it is important to 
remember that work which is a normal part of standard educational practice is a key part 
of your grade.  For example, you do not have to allow me to use your research 
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presentations in my analysis, but not completing your research presentation would have a 
negative effect on your grade. 
What are the responsibilities of the participants? 
Every student will complete all activities which are part of the normal educational 
practice in a world history course including tests, journal entries, class discussions, and 
research assignments. If you decide to participate in the study, you will 
 complete a survey (about 15 minutes) 
 allow me to use the material in your journal entries as part of the data I will analyze 
 allow me to use the material in your research presentations as part of the data I will 
analyze 
 agree to audio recording and analysis of class discussions 
What are the potential benefits of the study? 
Although there may be no direct benefits to you, a possible benefit of your 
participation is improving your critical thinking skills which are essential for professional 
growth, civic participation, and personal development. There are no foreseeable risks or 
discomforts to your child as a result of participation. 
Confidentiality will be maintained during all portions of the study and your name 
will not be used in any report or publication.  I will remove any information that 
identifies you, and I will work with you to develop a secure "participant name" to protect 
your privacy.  The results of this study may be used in reports, presentations, or 
publications but your name will not be used. 
If you have any questions concerning the research study or your participation in 
this study, please call me (602) 973-4000x309 or Dr. Rotheram-Fuller at (480)965-6156. 
Sincerely, 
Carrie Shanahan 
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If you have any questions about your rights as a subject/participant in this 
research, or if you feel you or have been placed at risk, you can contact the Chair of the 
Human Subjects Institutional Review Board, through the Office of Research Integrity and 
Assurance, at (480) 965-6788. 
My signature below means that I understand that 
 my participation is voluntary 
 I may stop at any time 
 I will take a survey and allow the researchers to analyze my research presentations and 
audio recordings of my class discussions 
 my responses will be kept confidential 
 
 
______________________________________________ 
Printed name 
 
 
______________________________________________ 
Signature 
 
 
____________________ 
Date 
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Unit 1 
What happens when people come together in groups? 
 
1.  When the Maya of Mesoamerica came together as a group, their group was 
best known for____ 
A.  navigation 
B.  literature 
C.  mathematics and astronomy 
D. carpentry 
 
2.  As part of developing and explaining a system of beliefs, some groups of 
ancient Chinese used this symbol to represent: 
A.  a Buddhist idea about a perfect shape 
B.  a theory that things are made up of opposite but complementary elements 
C.  morality 
D. artistic expression 
 
3.  The correct chronological order of religions is 
A.  Hinduism, Buddhism, Judaism 
B.  Judaism, Buddhism, Hinduism 
C.  Buddhism, Hinduism, Judaism 
D. Judaism, Hinduism, Buddhism 
 
4.  Which of these facilitated exchange between ancient groups in Europe and 
Asia 
A.  Silk routes 
B.  Desire for wool 
C.  Development of a merchant class 
D. Artistic innovation 
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5.  Which innovation allowed groups to flourish in Mesopotamia? 
A.  irrigation 
B.  pastoralism 
C.  monotheism 
D. democracy 
 
Please use this timeline to answer questions 6 and 7. 
 
6.  On the timeline above, the grey rectangle most likely represents____ 
A.  the beginning of Hinduism   B.  the beginning of Islam 
C.  the Neolithic Agricultural Revolution  D. the invention of cuneiform 
 
 
7.  On the timeline above, the diamond most likely represents____ 
A.  the beginning of Hinduism   B.  the beginning of Islam 
C.  the Neolithic Agricultural Revolution  D. the invention of cuneiform 
 
 
 
 
 
8.  Rule by the men/fathers of the group____ 
A.  caste system  B.  matriarchy  C.  patriarchy 
 D. sedentary  
 
 
 
9.  Which activity probably happened less in groups that lived after the Neolithic 
agricultural revolution?____   
A.  foraging  B.  enlightenment     C.  specialization 
 D. reincarnation 
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10.  The idea that all of life is suffering comes from:____ 
A.  caste system B. enlightenment  C.  Four Noble Truths 
 D. Hinduism 
 
11.  An example of human-environment interaction would be___ 
A.  Paleolithic groups searching for food 
B.  Egyptians conquering groups like the Nubians 
C.  the rise of city-states along the Tigris and Euphrates 
D.  A and B 
E.  A and C 
F.  B and C. 
G.  A, B, and C. 
 
12.  An example of a symbol used to unify a group around a belief system 
A.  Four Noble Truths  
B.  the pillars of Ashoka 
C.  cuneiform 
D.  Code of Hammurabi 
 
13.  A factor that made it possible for groups to establish permanent settlements 
A.  Agricultural surplus 
B.  Artistic innovation 
C.  Navigational systems 
D.  Development of a merchant class. 
 
14.  Which outcome is most likely to be an outcome of the migration of Indo-
European groups?  
A.  Spread of Christianity 
B.  Gradual climate change 
C.  An economic system that favored agriculture 
D.  Linguistic similarities among English, Spanish, Persian, and German 
 
15.  The Assyrian conquest of Israel is an example of 
A.  migration caused by conflict between groups 
B.  economic stimulus caused by conflict between groups, 
C.  artistic exchange cause by conflict between groups 
D. destruction of natural resources caused by conflict between groups 
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Historical thinking: 
Please use the image below to answer the following questions. 
 
1.  Please explain what you think about as you examine this image. 
 
 
 
 
2.  Please explain what this image helps you to understand about how people 
come together in groups. 
 
 
3.  What questions do you have about this image? 
  
PLACEHOLDER 
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This purpose of this survey is to gather information about your knowledge of 
world history, your attitudes about world history, and your understanding of the kind of 
thinking people do when they study history.  The survey has two types of questions.  To 
answer the rating questions, please read the question and think about whether it describes 
you.  Then please choose one of the following answers:  Agree a lot, Agree, Agree a 
little, Disagree a little, Disagree, or Disagree a lot.  To answer the open questions, please 
type your answer. 
Your participation in this survey is voluntary. You may skip questions or stop 
answering questions at any time.  This survey does not collect any identifying 
information about you.  Your answers will be very helpful to me, but there is no grade for 
taking the survey, and the survey does not affect your participation in class.  It should 
take you about fifteen minutes to complete the survey. 
Thank you very much for your time and your help. 
 
 
Historical thinking is a kind of critical thinking that historians do.  Historical thinking 
includes examining sources of information, using sources of information to guide decisions, and 
understanding an event within a larger context of events. 
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1.  When I learn about history I can come up with good questions 
to help me understand it. 
      
2.  When learning about history, I consider different points of 
view. 
      
3.  The most important skill necessary to be successful in world 
history is to memorize facts. 
      
4.  I know how to learn about world history. 
      
5.  When learning about the past, I think about the background of 
the situation. 
      
6. When I give my opinion about something in world history, I use 
information I have read or learned to support my point. 
      
7.  Explain the thinking you do when you learn about world 
history. 
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Attitudes are the perceptions you have about world history.  Thinking that world 
history is interesting, boring, useful or irrelevant are examples of attitudes you might have. 
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8.   I believe it is important to study world history. 
      
9.   World history has no connection to my personal life. 
      
10.  Learning about world history helps me to make decisions 
about my life. 
      
11.  Learning about world history helps me to understand people. 
      
12.  World history is not interesting. 
      
13.  There are topics in world history I would like to learn about in 
more detail. 
      
14.  Please tell why students should (or shouldn’t) learn about 
world history… 
 
Historical knowledge refers to what you know about world history. 
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15.  I know a lot about world history. 
      
16.  World history is a difficult subject for me. 
      
17.  I am able to help others learn about world history. 
      
18.  I am a successful student in world history. 
      
19.  World history comes easily to me. 
      
20.  Many of the topics we discuss in world history are familiar to 
me. 
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21.  Explain the strategies that help you learn about world history. 
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Date:________________________ 
Time:________________________ 
The teacher will observe students as they work in groups to prepare presentations 
and record examples of the following criteria every two minutes for 20 minutes. 
 
Evidence of historical thinking 
Questions to examine sources of 
information, e.g., “How do we 
know this information?” 
 
Reference to sources of 
information to support a claim, 
e.g., “The image shows…” 
 
Discourse about connecting a 
piece of information to a larger 
context, e.g., “This was 
happening at the same time 
that…” 
 
Attitudes about world history: 
Positive comments:  (“This is 
cool/interesting/etc.) 
 
Positive behaviors:  (leaning in, 
smiling, sharing of resources) 
 
Negative comments:  (“This is 
boring/pointless/too hard”) 
 
Negative behaviors:  (off task, 
withdrawn) 
 
Knowledge about world history 
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